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Abstract

AVID THROUGH STUDENT PERSPECTIVES: A QUALITATIVE STUDY ON
AVID STUDENTS‘
EXPERIENCES IN THE PROGRAM

Aidee Vasquez
The University of Texas at Brownsville and Texas Southmost College, 2010

The purpose of this research was to examine how Hispanic high school students
represent their experiences in one college readiness program, Advancement Via
Individual Determination (AVID), which is designed to prepare students in the academic
middle for four-year college.
Utilizing social and cultural capital theories, I examined student perspectives on
the supports AVID provided for them to gain the social and cultural capital needed for
success in school and entry to college. I conducted eight forty-five minute semistructured interviews grounded in an ethnographic perspective. Eight participating AVID
students came from low socioeconomic backgrounds, were Hispanics in the academic
middle (GPA 2.0-2.9) in tenth grade. Utilizing the ethnographic principles of studying
cultural practices, undertaking contrastive analyses, and adopting a holistic perspective, I
conducted a four-level process of analysis to uncover the academic and personal supports
as the two overarching themes students signaled as key in shaping their AVID
experiences.
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The findings demonstrate that interpersonal supports, which included familial
relationships with their peers and with the AVID elective teacher who also acted as a
mentor, enabled students to gain social capital. The social capital was then utilized to
gain cultural capital in the form of academic supports, including learning logs, debates,
Cornell Notes, and an AVID binder. Aspects of AVID which shaped the development of
both social and cultural capital included college knowledge, college aspirations, and high
expectations.
AVID helped students in the academic middle gain access to social and cultural
capital that they did not have before, in this way bridging the achievement gap for low
socioeconomic minority students. Being in the AVID program has made the participants
in this study feel that they can be successful and go to college; all they needed were tools
and knowledge that the AVID program provided.
Based on the research findings it is recommended that schools identify students in
the ―forgotten middle‖ and place them in a college readiness program with supportive
teachers who act as institutional agents and help students develop the social and cultural
capital they need to succeed in school and in life.
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CHAPTER I. INTRODUCTION TO THE STUDY

I talk to Mr. Cuellar especially since he's the first one I see in the morning. I'm in
his first period so if I have a problem he knows. I think he can see it in my face
which is good because then he asks me if there is something wrong. Then I just
tell him if there is or there isn't. It's nice because he's like our Dad oh but like
different because I couldn't tell my dad some of the things I tell Mr. Cuellar like if
I'm failing you know. Mr. Cuellar is always there for me or for like all of us all
the time, I think he's someone that we all talk to cuz he listens and gives us
advice. Before I was in AVID I really didn‘t know if I was going to go to college,
but now Mr. Cuellar says that he knows we can do it and I know I can now. I
didn't even know what a GPA was and Mr. Cortez explained it to us. Oh and the
SATs like I didn't even care about them but Mr. Cortez said they are important.
So he has been having us practice for that also so that we can get into college
easier.

This statement was made by Monica, a Hispanic high school student who talked
about her experiences in the Advancement Via Individual Determination (AVID)
program, which is designed to prepare students in the academic middle for four-year
colleges. The students in the AVID program are largely low-income students who are
capable of completing a college-preparatory curriculum but are falling short of their
potential (AVID Center Online, 2007). In talking about AVID, Monica emphasized the
social and academic support her AVID elective teacher, Mr. Cuellar provided. Monica

made visible that her aspirations for college were shaped by the opportunities she had in
the AVID program and by Mr. Cuellar, her AVID elective teacher. In foregrounding the
importance of the AVID program and especially its elective teacher in her college
aspirations, college knowledge, and building relationships, Monica signals the need to
understand how Hispanic high school students describe what they see as supporting their
academic success. Given that much of the literature on Hispanic high school students
focuses on student low achievement, high dropout rates and what students‘ lack,
understanding what helps students succeed is important in order to provide supports for
all Hispanic high school students and to develop a knowledge base needed to shape
educational practice and policies.

My Entry into Studying AVID
I became aware of the AVID program when I worked as an administrator at a
high school that was implementing the AVID program. I learned more about AVID when
I, along with the principal, counselor, and dean of instruction visited Margaret High
School, a successful high school in the Rio Grande Valley. We went to Margaret High
School because of their high standardized exam scores, but when we arrived we were
also informed about how successful their AVID program was. They gave us a tour of the
school. When I entered the AVID hallways at that high school I realized how important
AVID was to the students. The hallways were decorated with college information posters
and different university posters. As I toured the hallway I realized that over the course of
the years each AVID cohort decorated certain parts of the hallway and demonstrated their
pride of being in AVID by signing their names and the year they graduated. Seeing how
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college was being promoted in the hallways and how the students demonstrated how
proud they were of being in AVID, I thought about how AVID must have been a positive
environment that was conductive to learning.
This experience instilled an interest in me to get to know the students in the AVID
program at a school in my district. I spoke to the AVID administrator at Walter High
School and she told me about the AVID program and the program‘s goals. She explained
that AVID focuses on providing supports for students who are in the academic middle to
help them succeed in high school and go on to college.
As a high school administrator I had come across students who had the potential
to be successful but did not have the resources available and supports necessary for
success. The students I encountered needed adults who can mentor students to be
successful in high school and how to get to and through college successfully (Choy,
2001).
Knowing that AVID aimed to help students in the academic middle succeed, I
decided to conduct a study on the students‘ experiences in AVID. I began looking for
information about the supports provided in the AVID program through students‘
perspectives. Although there is much discussion within AVID about program goals and
supports for students, there is no qualitative research that examines AVID from the
students‘ perspectives. This is when my interest in AVID grew and I decided to conduct a
study on AVID students‘ perspectives.
Although there exists research on the success of the AVID program (Mehan,
Villanueva, Hubbard, & Lintz, 1996; Cunningham, Redmond, & Meriotis, 2003; Watt,
Powell, & Mendiola, 2004; Guthrie & Guthrie, 2002; Guthrie & Guthrie, 2000; Gándara,
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Larson, Rumberger, & Mehan, 1998; Hayward, Brandes, Kirst, & Mazzeo, 1997), the
data have been reported mostly in the form of numbers and do not consider student
perspectives (Nieto, 1994). Yet, as Inman and Mayes (1999) argued, understanding
student perspectives about their experiences in the AVID program, can provide insights
about the factors and processes that enable the AVID program‘s success. Research
focused on student perspectives has a potential to make visible what helps students
succeed in AVID and consequently, what may promote high school student success
beyond AVID.
In this study I examine students‘ perspectives about their experiences in the AVID
program I focus on exploring the supports for students‘ education in the AVID program
because this program is designed to provide support systems for students, particularly
minorities in the academic middle.

Statement of the Research Problem
Scholars, educators, and policy makers have made visible that Hispanic students
are underrepresented in higher education and have been affected by deficit thinking views
(Skrla & Scheurich, 2004; Nieto & Bode, 2008). AVID is one college readiness program
that helps underrepresented students succeed in high school and enter four-year colleges
and universities. AVID also challenges deficit thinking views by having teachers
advocate for the students and provide supports for them to succeed (Stanton-Salazar,
1997). Although AVID states that the program is not an ―at-risk‖ program, students
participating in AVID who are in the ―forgotten middle‖ (Swanson, 2005) may be at risk
of dropping out and not going to college (Bridgeland, Dilulio, & Morrison, 2006).
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Studying the students‘ perspectives in AVID is important because of their
underrepresentation in higher education and high dropout rates. Understanding student
perspectives can reveal supports and ways which help minority students succeed and
aspire to go to college.

Underrepresentation of Hispanic Students in Higher Education and Deficit Thinking
One of the major challenges facing public education is the underrepresentation of
minorities from low socioeconomic backgrounds in colleges and universities (Creusere,
Fletcher, & Shook, 2010). Minorities comprise a large percentage of the total population
of America‘s public school enrollment (Bridgeland et al., 2006), yet-minorities continue
to be underrepresented in higher education (Watt et al., 2004; Watt, Huerta, & Lozano,
2007), thus making the economic advantages of receiving higher education unavailable to
minority students. Hispanics are the largest and fastest growing minority group in the
United States (Tienda, 2001). However, Hispanic students are entering postsecondary
institutions at much lower rates than White students (Watt et al., 2007; Gándara & Bial,
2001). Gándara (2002) argues that ―for the last several decades there has been widespread
consensus that something is wrong with the pipeline that leads to and through higher
education for minority students‖ (p. 81). Watt et al. (2007) posited that low high school
graduation rates and the lack of college knowledge and preparation affect the
underrepresentation of Hispanic students in higher education.
The reason for underrepresentation of minorities in higher education is that many
educators view the ability to learn of minority and low income students as limited (Skrla
& Scheurich, 2004; Nieto & Bode, 2008). This view of minority and low socioeconomic
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status students is defined as a ―deficit thinking‖ view (Skrla & Scheurich, 2004, p. 30).
Instead of viewing minority students as capable of anything, this type of thinking views
students as only being able to reach a certain level. Deficit thinking ―contrasts sharply
with the view that students of color, especially those from low-income backgrounds, must
be viewed as having unlimited potential‖ (Skrla & Scheurich, 2004, p. 30). This type of
thinking has negative effects on minorities and low socioeconomic students, yet
accountability models support deficit thinking by placing the burden of academic
improvement essentially on the individual and the family (Ramirez, 2002; Kimball, 2005;
Skrla & Scheurich, 2004).
AVID challenges the deficit thinking view by ―pulling the rug out from the
assumption in American education that suggests ethnic and language minority students
cannot be academically successful‖ (Mehan et al., 1996, p. 54). Deficit thinking can be
diminished through the mediation by the AVID teacher who supports and advocates for
low socioeconomic minority students. AVID teachers influence the futures of students by
providing them with access to critical information including college knowledge. Access
to knowledge, teacher support, and a view of minorities as capable can decrease the
underrepresentation of Hispanics in higher education.

Alarming Dropout Rates
In addition to underrepresentation in higher education due to deficit thinking
views, Hispanics have the highest high school drop-out rate in the United States
(Bridgeland et al., 2006; Fry, 2003; Gándara & Bial, 2001; Watt et al., 2007). The
National Center for Education Statistics (NCES, 2010), a federal entity for collecting,
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analyzing, and reporting data related to education in the United States and other nations,
found that three and one-half of every one hundred students who were enrolled in public
or private high schools in October 2006 left school before October 2007 without
completing a high school program. Hispanic youth are more likely than non-Hispanic
whites to drop out of high school (Fry, 2003). The high dropout rate among Hispanics
creates a problem that leads to the underrepresentation of Hispanic students in higher
education.

National Statistics
The persistent high school dropout problem has proliferated nationally and has
become an epidemic in America (Bridgeland et al., 2006). Eighty percent of the high
schools that produce the most dropouts can be found in a subset of just fifteen states. The
majority of ―dropout factories‖ (Balfanz & Legters, 2004, p. 5) are located in northern
and western cities and throughout the southern states. Texas is one of the states Balfanz
and Legters (2004) identify as producing large numbers of minority dropouts.
In general, the dropout rates for Whites, Blacks, and Hispanics have declined
between 1980 and 2008 (NCES, 2010). However, each year during that period, the
dropout rate was lowest for Whites and highest for Hispanics. During the 2007 school
year the NCES (2010) reported that the dropout rate for Hispanics was 21.4% and 5.3%
for Whites. For the next school year, 2008, NCES (2010) reported a dropout rate of 18%
for Hispanics and 4.8% for Whites.
In sum, nationally, about 70% of the U.S. students graduate on time with a regular
diploma; for Hispanic students, the percentage drops to about half, 35% (Zuckerbroad,
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2007). Twelve percent of the nation‘s 20,000 high schools account for half of the
country‘s dropouts and almost three-quarters of its minority dropouts (Balfanz & Legters,
2004). With these alarming dropout rates it is important to look at programs such as
AVID, which seek to prevent dropouts and encourage students to continue their
education (Fry, 2003).

State Statistics
In Texas, as well as nationally, the dropout rates are higher for Hispanics than
any other ethnic group. The Texas Education Agency (TEA), has reported that in Texas
during the 2005-2006 school year, 55,306 students in grades seventh through twelfth
were lost to what is commonly called the ―silent epidemic‖ (Johnson, 2009). In the next
school year, 2006-2007, TEA reported that the number of dropouts in Texas declined
from 55,306 to 45,796. That same school year, Texas reported that out of 290,662
students, 88.6% graduated, continued in high school the year following their anticipated
graduation, or received GEDs. In 2008, the graduation rate in Texas decreased from
88.6% to 78% (TEA, 2009).

Local Statistics
The state of Texas reports attrition and dropout rates as part of their Secondary
School Completion and Dropout Rates report. The attrition rate represents students who
left school for unknown reasons not reported to TEA. The dropout rates represent
students who are coded as leaving school and not enrolling in any other academic
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institution as per the state‘s Public Education Information Management System (PEIMS)
database.
The attrition and dropout rates in the Lower Rio Grande Valley (RGV) located in
the southernmost tip of Texas are as high as the state‘s rates. The RGV region is made up
of four counties which include Starr, Hidalgo, Willacy, and Cameron Counties. The
Intercultural Development Research Association (IDRA, 2010) reported that the attrition
rate for Hispanics in Starr County in 2009-2010 was 37%, for Hidalgo County 20%, and
for Willacy County 19%. For the county in which this study took place, Cameron
County, IDRA (2010) reported a 44% Hispanic attrition rate. Given the percentages
reported by IDRA (2010) the overall attrition rate in 2009-2010 for Hispanics in the
Lower Rio Grande Valley was 35%.
As a supplement to Secondary School Completion and Dropouts in Texas Public
Schools, TEA (2010) provided high school completion and dropout data at the county
level 2008-09. This supplement presented county listings of annual dropout rates for
2008-09 and longitudinal graduation, completion, and dropout rates for the class of 2009.
For the class of 2009, TEA (2010) reported a 9% dropout rate and 82.6% graduation rate
for Starr County, and a 12% dropout rate and 73.5% graduation rate for Hidalgo County.
The dropout rate for Willacy County as reported by TEA (2010) was 10.5% and the
graduation rate was 75%. Cameron County, in 2009 had a 9.4% dropout rate and 76.8%
graduation rate.
Statistics nationally and locally indicate that minority students from low
socioeconomic backgrounds consistently enter college in smaller numbers, are impacted
by deficit thinking views, and leave high school prematurely at greater rates than their
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peers. Scholars and politicians, along with TEA, have been looking for solutions
(Bridgeland et al., 2006) to the dropout problem and its consequences. Balfanz and
Legters (2004) argued that the dropout problem can be fixed, but to do that, federal, state
and local governments must work together to remake the ―dropout factories‖ (p.5).
College readiness programs, including AVID, have been implemented in many high
schools across the nation to help lower the dropout rate, but little research has been done
on the effectiveness of these programs on minority students‘ experiences, attitudes
(Mehan, 1992), and what students consider as supports necessary for them to remain in
school and go to college.

The AVID Program
In this section I briefly describe the founding of the AVID program, its goals,
student selection, and curriculum. I also discuss how AVID is designed to challenge the
deficit views of minorities.

How and Why the AVID Program was Established
The AVID program was established in 1980 by a California high school English
teacher, Mary Catherine Swanson. Swanson (1996) believed that when students are held
accountable to high standards and expectations, all students have the ability to succeed.
When the AVID program was founded in 1980, of the thirty students who began in
AVID, twenty-eight went on to college (Mehan et al., 1996). According to Swanson
(1996) AVID improves daily attendance and graduation rates and provides students, who
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have been previously dismissed as unprepared for four-year college enrollment, with the
opportunity to succeed.
The AVID program was created to combat the national and local trends of
minority student dropout issues and underrepresentation in higher education (Swanson,
2005). The program has been implemented by school districts as a reform and a
restructuring effort to address the low representation of minority and low-income
students in higher education (Swanson, 2005). In 1999, several public schools in Texas
began implementing AVID through a Comprehensive School Reform Demonstration
(CSRD) (Watt et al., 2004). CSRD was a federal government initiative which introduced
a society-large education experiment in which schools with low-performing students
were offered incentives to initiate programs, which empirical research had found to be
effective. AVID was one of the college readiness programs supported by CSRD to
promote educational achievement and college enrollment of minority and low-income
students.

AVID’s Goals
AVID‘s primary goal is to ―motivate and prepare underachieving students from
underrepresented linguistic and ethnic minority groups or low-income students of any
ethnicity to perform well in high school and to seek a college education‖ (Mehan et al.,
1996, p. 14). The program‘s mission is to ensure that all students, including those that are
underrepresented will: 1) succeed in a challenging curriculum; 2) complete a college
preparatory path; 3) participate in extra-curricular activities; 4) increase their enrollment
in four-year universities; and 5) become educated and good citizens in a democratic
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society (AVID Online, 2007). Although AVID targets not only minority and low income
students, the program serves primarily low income and minority students and operates as
an approach for ―leveling the playing field for minority, rural, low income and other
students without a college going tradition in their families‖ (AVID Center Online, 2007,
p.1). AVID‘s goal is to help at-risk students succeed in high school and enroll in a fouryear university.

Selection of Students for AVID
Potential AVID students are identified by counselors based on three criteria:
ability, desire and determination, and membership in an underrepresented group. The
program is aimed at the average student with grade point averages (GPAs) ranging from
2.0 to 2.9, who have the motivation and determination to go to college. Generally, these
students come from a low socioeconomic background and will be the first in their
families to attend college (Swanson, 1996). Mehan et al. (1996) claim that the longer
students remain in the AVID program, the greater its impact on educationally
underrepresented students‘ college enrollment.

The AVID Curriculum
The AVID program at each implementing school consists of an AVID site team
which is composed of students, faculty, AVID elective teachers, administrators, and
college tutors. The cornerstone of the program is the AVID elective course. Students who
are enrolled in the AVID elective have access to several resources. In this course, they
learn about organizational skills, study skills such as note-taking and critical thinking

12

skills. Additionally, the AVID elective curriculum is composed of motivational activities
that are provided for students. Motivational days include visiting college campuses,
hearing guest speakers from the community, or attending various cultural events. The
AVID elective teacher attends workshops and summer institutes to be able to design and
implement curriculum which includes all the aforementioned activities.

AVID’s Challenge to Tracking and Deficit Thinking
AVID seeks to change the deficit view of educators who believe low
socioeconomic minority students cannot succeed. AVID challenges deficit thinking by
untracking minority and low socioeconomic students who are often placed in nonacademic or lower track courses (Kozol, 2005). According to Mehan et al. (1996), when
schools track low achieving and high achieving students, teachers may begin to establish
different goals and expectations for them. Mehan et al. (1996) and Kozol (2005) also
found that tracking students can have long-term detrimental effects on students‘ academic
achievement. Kozol (2005) contends that students who are labeled or tracked, soon begin
to use those labels towards themselves and each other. To prevent this negative effect,
the AVID program attempts to eliminate tracking and any other factors that may
influence any teacher perceptions that might have a negative impact on student
achievement. AVID seeks to increase college enrollment rates of underrepresented
linguistic and ethnic minority students (Mehan et al., 1996) and demonstrate the students‘
capacity for success in school and college.
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Purpose of the Study
The purpose of this research was to examine how students in the AVID college
readiness program describe their experiences and supports for their educational
attainment. Some studies of the AVID program have investigated the quantitative claims
(Mehan et al., 1996; Cunningham et al., 2003; Watt et al., 2004; Guthrie & Guthrie,
2002; Guthrie & Guthrie, 2000; Gándara et al., 1998; Hayward et al., 1997) of the
program and student characteristics, but few have researched the perspectives of students
enrolled in the program. Knesting (2008) argued that there exists a critical need for
research on high school students that goes beyond individual student characteristics to
include the influence of school factors on students‘ educational decisions such as
educational aspirations, college knowledge, and social supports.

Research Question Guiding This Study
In order to understand AVID students‘ views of their experiences while in the
program in Crystale, Texas, at Walter High School, the research question for this study is
―How do students view their experiences in the AVID program?‖ This study seeks to
contribute to the body of literature about student experiences in the AVID program and to
make visible the students‘ perspectives about their educational attainment in the program.
The recent popularity of the AVID program has led to various quantitative studies that
claim success for the program, but still absent from the research is data on the
perspectives of students in AVID. Understanding student experiences and what they see
as supports for their education in the AVID program is needed to find ways to socially
and academically support students within and beyond AVID.

14

Theoretical Framework
The theoretical lens used in this study is that of social and cultural capital
(Bourdieu, 1977; Coleman, 1990; Mehan et al., 1996; Stanton-Salazar, 1997). AVID
students, whose goal is to enroll in four-year colleges, must acquire social and cultural
capital (Bourdieu, 1977; Mehan et al., 1996; Stanton-Salazar, 1997). These
underrepresented students must negotiate different worlds of school and the home
community, and eventually the workforce and higher education (Mehan et al., 1996). To
negotiate these worlds students need to acquire the social and cultural capital, which can
facilitate successful understanding and participation in schools, college, and the society
overall. Bourdieu (1977) developed the theory of social and cultural capital to articulate
the differences in social orientations and attainment among individuals.
Social capital is made up of resources based on group memberships, relationships,
networks of influence and support (Bourdieu, 1977). Social capital describes the value
resulting from the flow of information available to those who belong to and participate in
social networks (Bourdieu, 1977). In the educational setting, social capital involves the
available information about getting enrolled in a four-year university, such as the testing,
applications and financial aid (Stanton-Salazar, 1997). Social capital also involves the
formation of social networks which include mentors and peers who help group members
reach a common social goal such as higher education. Stanton-Salazar (1997), who
extended Bourdieu‘s theories to education, argues that these social networks are provided
through the AVID elective teacher who serves as a mentor for students enrolled in the
AVID program. The AVID elective teacher and AVID counselor form the core of the
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social network, which also helps students attain social capital including knowledge of
college entrance testing, college applications, and financial aid applications.
Cultural capital includes forms of knowledge, skills, education, and advantages
that a person has that gives them a higher status in society (Bourdieu, 1977). According
to Bourdieu (1977) cultural capital represents the collection of non-economic forces such
as family background, social class, as well as varying investments in and commitments to
education, which then influence students‘ academic success. Cultural capital is related to
but different from social capital. Cultural capital in the educational setting includes
personal dispositions, attitudes, and knowledge gained from experience and connections
to education objects such as books and to education related institutions such as
universities and libraries.

Research Approach
To investigate the perspectives of students‘ experiences in AVID I conducted a
semi-structured interview study with an ethnographic perspective. For this research study,
I adopted an ethnographic perspective in order to develop a focused understanding of
AVID from an insider perspective of AVID students. My goal was to find commonalities
among student views of their experiences in AVID. By studying the perspectives of
students in the AVID program, I gained insights of how the AVID program has supported
students academically and socially and enabled them to develop the social and cultural
capital students used to do better in school and to plan for college.
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Setting
The present study took place at Walter High School in the city of Crystale, Texas.
Walter High School has an approximate enrollment of 2,211 students, of whom
approximately 99% are Hispanic, .5% White, and .5% other. There are 86 students
enrolled in AVID at Walter High School and they are teamed together in the same
classes. All AVID students are enrolled in the AVID elective. There are two teachers per
core area in the AVID program, ten teachers total. The AVID program follows the district
curriculum, but has additional goals such as helping students stay in school, and helping
them make plans to attend college.

Participant Selection
In order to protect the identity of the students in this study, the names of all the
participants along with the city and school where this study was conducted are presented
as pseudonyms. The study included eight participants. Of the 2,211 students at Walter
High School, 86 students were enrolled in AVID, 20 of whom those were in tenth grade
in the AVID homeroom. Consent and assent forms approved by the university‘s
Institutional Review Board (IRB) were administered at the beginning of the project in
English and Spanish. Of the 20 students enrolled in the tenth grade AVID homeroom,
eight students returned the signed consent and assent forms.
All twenty students enrolled in AVID were given consent and assent forms. They
were selected to participate in the study based on four criteria. First, the students must
have been part of the AVID elective course. Second, the students must have been at-risk
in at least one of the fifteen at-risk characteristics posed by the district. To determine

17

which at-risk characteristics students held, I viewed their Permanent Record Card (PRC)
folder in which the at-risk checklist was located. Third, AVID students must have ended
their eighth grade year in the academic middle of their class. Fourth, all participants must
have been in the tenth grade AVID homeroom. All eight students who turned in the
assent and consent forms met the four criteria. All participating students were in tenth
grade, between the ages of fifteen and seventeen. Both males and females participated in
the study. The gender of the students participating in the study was balanced. Four of the
participants were females, and the other four were males.

Data Collection Methods
This study consisted of forty-five minute individual semi-structured interviews of
eight tenth grade students enrolled in the AVID elective. The purpose of the interviews
was to learn about students‘ experiences from the students themselves. Because AVID
focuses on students who have possibly been overlooked, using semi-structured interviews
with them had a possibility of helping students feel flattered and important because
someone cared about their lives and experiences (Patai, 1993). Scholars had argued that
semi-structured interviews can help increase research participants‘ self-esteem and enable
them to begin seeing themselves as contributors to knowledge (Holstein & Gubrium
2003; Patai, 1993). In this way, semi-structured interviews which focused on student
experiences, provided an opportunity for students to construct not only their
understandings of themselves (Patai, 1993) and their experiences in the AVID program,
but also knowledge that was of importance to the researcher.
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In designing the questions for the interviews, I focused on open-ended questions
that focused on student knowledge and experiences. Semi-structured interviews enable
the researcher to focus on the topic while at the same time leaving space for participants
to offer insights and topics that the researcher may not have foreseen (Brenner, 2006). In
conducting the semi-structured interviews I took an active role as a listener (Holstein and
Gubrium, 2003) and encouraged students to talk freely about their AVID experiences.
The interviews took place at Walter High School during the first period AVID
elective. All interviews were tape recorded, and later the audio records were transcribed
in sentence format. The transcribed text then became the data to be analyzed.

Data Analysis
Data was analyzed utilizing ethnographic perspective which enabled me to
identify themes about students‘ views on their experiences in the AVID program.
Research techniques included systematic transcribing, analytic induction, and part-whole
analyses which led me from identifying main ideas in student statements to the
overarching themes. For the analysis, I constructed a four-level process to make visible
what students emphasized of importance in AVID. The four-level process of analysis I
used will be discussed in greater detail in chapter three.

Overview of the Dissertation
This dissertation is organized into five chapters and an appendix section. In the
first chapter I provided a brief introduction to the purpose of this study. I also discussed
the research problem of the underrepresentation of Hispanic students in higher education,
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deficit thinking, and alarming dropout rates. I then introduced my research question, the
role of the AVID program, setting of the study, and the data collection and analysis
process.
In chapter two, I provide a critical review of literature related to this study and the
theoretical framework that guided my data analysis and interpretation. In the third chapter
I present the methodology used in this study, including the rationale for adopting an
ethnographic perspective; the setting of the participating school; the participants and
selection process; and how data was collected and analyzed. In chapter three I present the
four-level process of analysis. In chapter four, I analyze interview statements to identify
what the students stated about AVID. Finally, in the last chapter I provide a synthesis of
the first four chapters and then use the social and cultural capital theory to interpret and
discuss the findings from chapter four. I conclude with implications, recommendations
for future research, and a conclusion. An appendix section includes the interview
questions and documents to which the students referred during the interviews.
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CHAPTER II. REVIEW OF LITERATURE

The U. S. House of Representatives, in November 2005, recognized the
Advancement Via Individual Determination (AVID) college readiness program with
Resolution 576 which congratulates AVID ―students and their teachers on increasing
college eligibility and attendance‖ (H. Res. 576, 2005, p. 2). These accolades have led to
numerous quantitative studies that claim success for the program. However, according to
Mehan (1992) there is a need for more qualitative research and ―firsthand observations in
order to understand how instructional practices interact with selection practices and
students‘ choices‖ (p. 14). Still absent from the research on AVID are qualitative data on
the perspectives and experiences of students in AVID, particularly through the lens of an
ethnographic perspective which closely examines patterned life of groups or cultures
such as classrooms or programs (Green & Bloome, 1997).
The purpose of this semi-structured interview study with an ethnographic
perspective study was to examine how students view their experiences in the AVID
program. This chapter reviews literature related to the AVID program in the following
three areas: college preparatory programs available to high school students, educational
aspirations of high school students, and issues related to social supports including the
AVID elective teacher, academics, college knowledge, and parental involvement. This
study clarifies how roadblocks or barriers such as students‘ minority status,
socioeconomic factors, familial issues, and/or a poor family history of college attendance
may affect AVID students and ways AVID students can cope with these roadblocks
through their teachers and support systems.

College Readiness Programs Available to High School Students
In an effort to close the achievement gap, college preparation programs have
proliferated nationally (Tiernery & Hagedorn, 2002). ―College preparatory programs
address the issue of academic achievement by supplementing regular classes with
tutoring and acceleration intended to help students develop better study and test-taking
skills‖ (Watt et al., 2007, p. 191). There are multiple college preparation programs
available to public schools today. Several programs have been developed to promote
student achievement and college readiness. The college readiness programs available to
high school students include AVID, Gaining Early Awareness and Readiness for
Undergraduate Programs (GEAR UP), Project Graduation Really Achieves Dreams
(Project GRAD), and Achievement for Latinos through Academic Success (ALAS).
These programs are meant to teach students pertinent skills that will increase their
academic preparation and increase college matriculation. Supplementary programs such
as AVID, GEAR UP, Project GRAD, and ALAS provide disadvantaged yet capable
students with a network of support, challenges, and encouragement. In addition to the
programs‘ goals to reduce dropout rates and increase academic achievement, their focus
is on ensuring that promising low socioeconomic and minority students do what is
necessary to attend college (Fashola & Slavin, 1998; Perna & Swail, 2001).
Gándara (2002) postulates that there are two main categories of pre-college
programs. One type is student centered and its goal is to identify and help promising
students become eligible for college enrollment. AVID is an example of the studentcentered type of program. The second program type is school centered. This type of
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program focuses on the improvement of the quality of education school-wide and on the
increase of access to higher education for large groups of students. GEAR UP is a school
centered program. These programs are meant to improve study habits, smooth the
transition from high school to college, and increase academic achievement and options of
high school students (Tierney & Hagedorn, 2002).
In California, the Policy Analysis for California Education (Hayward et al., 1997),
an independent, non-partisan research center based at the University of California,
conducted an evaluation of college preparation programs that are established to assist
underrepresented students through their high school years and to ease the transition to
college. They found that those students who participated in pre-college programs were
better equipped with the skills necessary to enroll and persist in college than students not
enrolled in these programs (Hayward et al., 1997). Additionally, Hagedorn and Fogel
(2002) in a study of the effectiveness of pre-college programs found that pre-college
programs were producing statistically significant results by increased enrollment in
higher education of underrepresented students.

Existing Research on AVID is Mostly Quantitative
AVID is one of the most widespread college readiness programs used in
numerous schools around the nation. Existing research on AVID is mostly quantitative
(Mehan et al., 1996; Cunningham et al., 2003; Watt et al., 2004; Guthrie & Guthrie,
2002; Guthrie & Guthrie, 2000; Gándara et al., 1998; Hayward et al., 1997) and focuses
on the program‘s goals.
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The AVID program claims success in the areas of high school graduation,
increased academic achievement, and college attendance rates. The AVID approach to
college preparation involves placing students in an advanced curriculum that ensures that
students graduate with the requirements for entrance into four-year colleges (Watt,
Johnston, Mendiola, Huerta, & Alkan, 2008).
When comparing college enrollment rates of AVID students to non-AVID
students in a San Diego County high school, Fashola and Slavin (1998) reported that
AVID students had a greater rate of attending four-year institutions. They concluded that
college enrollment data for AVID were impressive and the program had a good record in
serving high school students in the United States. AVID students enroll in college in
numbers exceeding the local and national averages (Mehan et al., 1996). In Mehan et al.‘s
(1996) study, 78% of the AVID students completed course requirements for entry into the
University of California system, a rate 43% higher than their non-AVID classmates. In a
similar study, the Building Engineering and Science Talent (BEST, 2004) organization
concluded that AVID students were more likely to matriculate to college than non-AVID
students.
According to the AVID program (AVID Center Online, 2007), a larger number
of AVID students apply, attend, and graduate from higher education than national and
local averages. Mehan et al. (1996), Datnow, Hubbard, and Mehan (2002), and StantonSalazar (2001) claim that educationally underrepresented high school students in the
AVID program are graduating and enrolling in colleges at a higher rate than their peers
not enrolled in the AVID program. The program has a significant impact on the education
of AVID students who enrolled in high rigor courses and had higher high school
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completion rates than non-AVID students (Watt, Powell, Mendiola, & Cossio, 2006).
Another study on the efficacy of the AVID program was conducted by Slavin and
Calderon (2001), who found that students enrolled in AVID on a continuous basis
demonstrated a greater propensity toward attempting and completing college-level
courses, therefore generating a larger number of AVID students enrolling in colleges than
AVID student dropouts or students with no AVID background (Watt et al., 2007).

Educational Aspirations of High School Students
In addition to AVID‘s impact on increasing enrollment in higher education, major
research findings indicate that pre-college programs have a positive effect on students‘
educational aspirations. According to Johnson (1992) educational aspirations are the
desire for future status or gaining personal goals toward which an individual will direct
behavior. Watt et al. (2007) argued that educational aspirations are one of the major
predictors of college enrollment. However, ―low-income and Hispanic students are
characterized by lower educational aspirations than other ethnic groups, and their
aspirations tend to be unstable‖ (Watt et al., 2007 p. 189). Kao and Tienta (1998) found
that Hispanic students have high educational aspirations through middle school but when
they enter tenth grade, these aspirations tend to decline. Research on college access
indicates that having college plans by the tenth grade increases the likelihood of attending
college by 21%, compared to plans formulated during the senior year (McDonough,
2009).
Gándara (2002) states that students who enroll in intervention programs tend to
have higher aspirations than those students who are not enrolled in such programs.
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Students‘ educational aspirations are raised when they become exposed to information
about college opportunities (Watt et al., 2007). Many college preparatory programs have
focused their services on educational aspirations because they have an effect on college
enrollment (Watt et al., 2007). Because high aspirations alone are not sufficient to ensure
college enrollment (St. John, 1991), support systems like AVID throughout the secondary
careers of students, increase the likelihood of enrolling and completing a post-secondary
degree (Gándara & Bial, 2001; Gándara & Moreno, 2002; Lozano, Watt, & Huerta,
2009). Mehan, Hubbard, and Villanueva (1994) findings indicated that high school
students participating in the AVID program develop a critical consciousness about their
educational and occupational futures. Mehan et al. (1994) describe this critical
consciousness as an ―academic identity‖, and those students who develop this identity are
able to be academically successful by navigating through high school more effectively.
To promote students‘ college aspirations, researcher identified parental supports
as a significant factor. Researchers have found that parental education directly affects
student experiences related to college (Pascarella, Pierson, Wolniak, & Terenzini, 2004).
When students and their parents are provided with proper college information, they are
more likely to develop focus and direction to ultimately obtain a post-secondary
education (Reid & Moore, 2008). McCarron and Inkelas (2006) and Pascarella et al.
(2004) used data from the National Education Longitudinal Study (NELS) to examine the
impact of parental involvement on the educational aspirations of first-generation college
bound students. The authors reported that the differences that exist in educational
aspirations of first-generation students and non-first-generation students on academic
outcomes are significant and could be explained by parental involvement (McCarron &
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Inkelas, 2006; Pascarella et al., 2004). Understanding the importance of parental
influence on students‘ educational aspirations, the AVID program includes parent
informational sessions and activities. The program acknowledges and builds on a variety
of resources to promote student educational aspirations.

Social Supports for College Readiness
Research suggests that in addition to the importance of parental involvement for
student college aspirations, the social supports found in the AVID program support
student college readiness (McCarron & Inkelas, 2006; Pascarella et al., 2004). I identified
three supports in the literature. The first support is teachers as supports for students. The
second is the curriculum and coursework available for students. The final support
includes acquiring college knowledge.

AVID Teachers and AVID Elective as Supports for Students
All AVID schools have an AVID site team that includes an administrator, a
counselor, core subject area teachers, tutors, and the AVID elective teacher, all of whom
serve as advocates for the AVID students. Each of these individuals has a defined role.
For example, the AVID teacher is responsible for teaching students the skills necessary
for success in their college preparatory tracks in school and functions as a teacher, coach,
and leader (AVID Center, 2007). According to Swanson (1993) the AVID teachers are
the most essential factors in motivating student success in the AVID program. These
teachers serve as a resource for students to gain access to college. Swanson (1993)
believed that AVID teachers are a vital part of AVID student success. ―The academic life
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of AVID students in school is supported by dedicated teachers who enter the lives of their
students and serve as mediators between them, their high schools and the college system‖
(Swanson, 1993, p. 22). According to Mehan (1992) and Swanson (1993) a student‘s
success in the educational environment is greatly affected by the presence of a caring
teacher. The AVID teacher is responsible for creating a supportive and encouraging
environment. This is of special importance for those students AVID aims to reach, since
more often than not, these students from the ―forgotten middle‖ (Swanson, 1993)
previously have been overlooked by their teachers.
In AVID, the elective teacher is the primary social support for AVID students
(Swanson, 1993). Social support is the physical and emotional comfort given by family,
friends, and others. The centerpiece for the AVID support system for students is the
elective, a class which meets every day (Swanson, Contreras, Cota, Furgerson, & Gira,
2005). The elective class provides the social supports which allow students to feel that
they are part of a community of people who love and care for them, and value and think
well of them (Mehan et al., 1996). Usually, the AVID elective includes a cohort of
students who remain together during all four years of high school. This cohort setting
creates a learning community with a personal support system in which students learn the
social and cultural capital needed to be successful in and out of high school.
Cunningham et al. (2003) conducted comparative research comparing AVID to
alternative acceleration programs such as Upward Bound and Project Graduation Really
Achieves Dreams (GRAD). Cunninghan et al. (2003) indicated that in AVID one of four
factors as being most indicative of student success was strong teacher/student
relationship. A strong teacher/student relationship was not identified in the other
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programs to which AVID was compared to. Gándara et al. (1998) also concluded that
teachers play a pivotal role in providing adequate support and believing that students can
and will be academically successful. In their study, Gándara et al. (1998) investigated
whether low achieving students from disadvantaged backgrounds would benefit from a
rigorous class filled with high achieving, college bound students. They found that
students with disadvantaged backgrounds benefited from enrolling in rigorous courses.
Researchers (Guthrie & Guthrie, 2000; Guthrie & Guthrie, 2002; Mehan & Hubbard,
1999; Watt et al., 2004) suggest that teachers must believe that all students can learn,
have the potential to be successful in rigorous courses, and can attend a four-year
university. The findings of Mehan and Hubbard‘s (1999) research on AVID literature
reaffirms that teacher perceptions of minority students have a profound effect on student
achievement as well as the overall school culture. The AVID teachers are the most
influential part in the development of positive academic identities for students (Mehan et
al., 1994). When teachers expand the definition of their teaching role to include the
advocacy and sponsorship of students, they encourage success and help remove academic
achievement impediments. (Mehan, 1992).
Students interviewed by Guthrie and David (1994) in a qualitative study reported
that the support of the AVID teachers, the assistance of the tutors, and the note-taking
process were the most important element of the AVID program. Mehan et al. (1996) also
found that ―among the most visible social supports in AVID classrooms is the teaching of
test taking strategies, note-taking, and studying strategies‖ (p. 4). This research confirms
the AVID program goals to provide students with research-based supports (Swanson et
al., 2005) such as study skills and note-taking. AVID teachers provide support systems
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for AVID students with the goal to help students take ownership of their own learning.
AVID students are also provided with tutors who reinforce the skills taught in the
classroom. This allows students to catch up and excel in rigorous academic classes.
Guthrie and David (1994) argue that students succeed in learning and understanding the
rigorous coursework that AVID requires with social supports, a personalized
environment, and high quality instruction that helps them catch up to their peers in
advanced courses.

Curriculum and Coursework Supports
In AVID, college preparation involves enrolling students in an advanced
curriculum to ensure that students graduate with the requirements for entrance into four
year colleges (Watt et al., 2006). Lozano et al. (2009) claim that college preparation
programs such as AVID have shown that high post-secondary aspirations and
anticipations can be supported with a rigorous curriculum. Watt et al. (2004) reported that
80% of students who took rigorous coursework in high school persisted toward a
bachelor‘s degree as compared to 62% of students who were not enrolled in such
coursework. Watt et al. (2004) also found that nearly 87% of all AVID students in 20002001 were enrolled in some type of college preparatory course. AVID high schools have
a higher percentage of students enrolled in advanced courses, whereas non-AVID high
schools have a low number of students enrolled in such courses (Watt et al., 2006; Watt,
Yanez, & Cossio, 2002). Watt et al. (2007) also found that AVID students were more
involved in advanced course enrollment than students not enrolled in AVID. By enrolling
students in college preparatory programs, schools can challenge the underrepresentation
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of Hispanic students in higher education (Watt et al., 2007), eliminate deficit thinking
views (Sklra and Scheurich, 2004), and lower their dropout rates (Bridgeland et al., 2006)
by helping them make decisions to stay in school.
Scholars have agreed that providing rigorous coursework and the supports for
students to succeed in there rigorous classes influences students‘ preparation for college.
Enrolling in advanced courses enables students to develop skills and knowledge required
for college access.

Acquiring College Knowledge
Acquiring college knowledge for minorities can be an obstacle but can be attained
with the proper supports. College knowledge includes information and skills that allow
students to successfully navigate the complex college admissions and financial aid
processes, as well as develop an understanding of college norms and culture (Kirst &
Venezia, 2004). Chait and Venezia (2009) reported that college knowledge includes
information for students about the steps needed to enroll in college. These steps involve
choosing majors, appropriate schools, college applications, enrolling in appropriate
courses, and applying for financial aid (Vargas, 2004). Reid and Moore (2008) argue that
every student has the right to learn about what college entails, but many are misinformed
about the college culture; this misinformation can lead to poor choices in high school and
perpetuate the idea that access to college is beyond reach.
First-generation minorities are at a disadvantage and depend largely on teachers,
counselors, and administrators who have an understanding of college to provide them
with the college knowledge they did not receive from home. ―In families without college
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knowledge and resources, schools---through teachers and especially counselors---are
often the only available source for advising on appropriate classes, providing basic
information on why college is important, and being a sounding board for college choices‖
(McDonough, 2009, p.2). Often, the only source of college knowledge for firstgeneration students comes from schools that often overlook them when providing
information about college (Vargas, 2004). In an analysis was based on research reports
and syntheses of literature about the role of information and other factors in students
going to college, Vargas (2004) indicated that first-generation students are overlooked
when the information and guidance needed for successful college readiness is distributed.
Vargas (2004) reported that closing the knowledge gap between those who have desires
to attend college, but are unfamiliar with the requirements, can be done by providing
information related to college knowledge.
Obtaining college knowledge is of utmost importance not only for the collegebound students, but also for first-generation, minority, and low socioeconomic
background students. Students from a low socioeconomic background traditionally have
less access to college information than do those from the higher economic strata (Watt et
al., 2007). Reid and Moore (2008) argued that all high school students should receive
clear information on college knowledge which includes admission standards, college
choice, cost, financial aid, academic culture, and self-advocacy. Using data from the
National Educational Longitudinal Study (NELS), Chen and Carroll (2005) found that
first-generation students were less likely than their counterparts to have a college major
decided. In another study that explored students‘ perceptions and attitudes about college
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knowledge, Reid & Moore (2008), through qualitative interviews, found that students
who develop college knowledge are more prepared for their future college experiences.
College knowledge can be seen as a culture of power (Delpit, 2006) for minority
low socio-economic college bound students. Students who have parents who have
completed a college degree are at an advantage because they have access to college
knowledge at home before entering high school. According to Delpit (2006) schools have
been identified as places where students develop knowledge of the ways to interact
deemed appropriate in school. In a study on college knowledge and support, StantonSalazar, Vasquez, and Mehan (1995), concluded that AVID students were successful
because they gained access to institutionally based cultural knowledge and also
established social relationships with those people who were not only technically capable
of providing support but who were also committed to doing so. In their words, support is
"much more than giving students the fish they need to survive; it is teaching them how to
fish, whatever waters they are in" (Stanton-Salazar et al., 1995, p. 30). AVID provides
the college knowledge and supports student aspirations for high school success and
college enrollment.

Summary
Research conducted on AVID has included studies on educational aspirations of
high school students, social supports for college readiness including teachers as supports
for students and curriculum and coursework supports, and acquiring college knowledge.
However, this literature does not address students‘ perspectives of their experiences in
the AVID program. By conducting this study, I attempt to contribute to the existing
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literature on AVID by providing insights of what students experience and how they view
their experiences in the AVID program.

Theoretical Framework: Social and Cultural Capital
In this section I present social and cultural capital theories. I use Bourdieu‘s
(1977) theory and Stanton-Salazar‘s (1997) expansion of Bourdieu‘s (1977) theory to
education.
Social and cultural capital reflect social relationships, cultural practices, and
knowledge that are used to gain social and economic benefit (Monkman, Ronald, &
Theramene, 2005). Social capital refers to the connection to important productive social
relationships that people possess as a result of the skills and knowledge they receive from
their parents (Mehan, et al., 1996). Cultural capital is described as knowledge that the
family and the culture transmit to children as they grow up (Bourdieu, 1977). Social and
cultural capital operate in schools and other settings to mediate the social reproduction of
inequality (Bourdieu, 1977). I used these theories to examine the significance of access to
social and cultural capital for high school students in the AVID program.

Social Capital
Social capital (Bourdieu, 1986) includes the social and personal connections or
networks on which people capitalize for interpersonal assistance and personal gain. In
addition to being acquired at home, these networks are often developed by adolescents in
schools (Coleman, 1990). Social capital includes the resources for membership in a group
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attained through participation in social networks and reciprocating those resources for
social benefits (Coleman, 1990).
The first major contributor to social capital was Bourdieu (1986) who argued that
social capital consists of the social obligations or connections which in certain conditions
convert into economic capital. He defined social capital as the ―combination of actual or
potential resources that are linked to possession of a network of more or less
institutionalized relationships of mutual acquaintances and recognition‖ (Bourdieu, 1986,
p. 248). By this, he meant the access to membership of a particular group to social
networks that provide the members in that group with the backing of the owned capital.
These networks of social capital allow for individuals to gain resources from positive and
trusting ties with others in their social network. In Bourdieu‘s (1986) notion of social
capital he attempted to make visible the preservation of the social stratification system.
Another contributor to social capital is Stanton-Salazar (1997). He focused on
school-based capital which is based on Bourdieu‘s (1986) conception of social capital
theory. Stanton-Salazar (1997) argued that in school, social capital includes the social ties
within a network of relations and facilitating the sharing of norms and resources between
network members (teachers and students) to attain individual or group goals. The idea is
that even if students require prerequisite knowledge, network members or institutional
agents (teachers, counselors, and peers), who have the competence and desire to share
institutional resources and opportunities, can help them meet their desired goals (StantonSalazar, 1997). Stanton-Salazar (1997) claimed that social networks and ties are key for
connecting students with important institutional agents who can expand students‘
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educational outcomes. He added that helping students develop networks such as
negotiating and seeking help from others could help students overcome obstacles.
Social capital theorists (Bourdieu, 1986; Coleman, 1988) claimed that social
networks include assets and resources that are available to individuals. Having networks
that include people with capital can increase one‘s ability to access social and cultural
capital (Sanchez, Reyes, & Singh, 2005). These individuals are often referred to as
institutional agents.
An institutional agent is defined as an ―individual who occupies one or more
hierarchical positions of relatively high-status and authority‖ (Stanton-Salazar, 2010,
p.17). Stanton-Salazar (2010) argued that institutional agents possess intellectual and
social resources and use those resources on behalf of students. Institutional agents are
characterized by the combination of the desire to act and the know-how to act effectively.
These individuals are smart, motivated, action oriented, and resourceful (Stanton-Salazar,
2010).
Stanton-Salazar (1997) compares the access to resourceful relationships and
activities to that of ―social freeways to privilege and power‖ (p. 4). These ―freeways,‖ are
made available to dominant group members with ―an educational experience that is
strategic, empowering, and network-enhancing‖ (Stanton-Salazar, 1997, p. 4). In other
words, these ―freeways‖ (p.4) are not made available to racial and ethnic minority
students. But not all is lost for the disadvantaged students. According to Stanton-Salazar
(1997) the resources may be acquired through institutional agents, such as teachers,
counselors and school peers. Institutional agents are individuals who have the capacity
and commitment to transmit directly, or negotiate the transmission of, institutional
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resources and opportunities (Stanton-Salazar, 1997). Social capital is considered an
important determinant of a person‘s ability to meet their own needs and pursue interests
in life. Social capital in the school system refers to the information that is available to the
students about getting into college and the formation of social networks, such as mentors
and peers, who help them reach a common socially valued goal (Bourdieu, 1977) such as
college entry.
In AVID, the elective teacher is a social capital resource to the students because
the students are able to reach out to the teacher for social and academic support. StantonSalazar (1997) claims that developing one‘s own social capital and being successful in
school requires not only simply learning and mastering the technical skills but making
sense of the system. AVID provides students with ―social scaffolding and explicitly
teaches aspects of implicit classroom culture and the hidden curriculum of the school‖
(Mehan et al., 1996, p. 81). Because AVID students are likely to be first generation
college students, they need scaffolding with the application process and other college
related actions. According to Stanton-Salazar (2001) the AVID program provides
educationally underrepresented students with the social capital that is similar to that
which more economically advantaged parents are able to provide. AVID is a pre-college
program that helps students access and navigate through the social networks they need to
be successful in school. AVID students are encouraged to bring their academic problems
into the classroom along with their personal issues as well, particularly those that may
interfere with their academic achievement. To help students with these problems, the
AVID teacher becomes an institutional agent who embodies the role of mentor, coach,
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and cheerleader (Stanton-Salazar, 2001). When social capital is acquired, students can
utilize their newly formed networks to acquire cultural capital.

Cultural Capital
Cultural capital (Bourdieu, 1986) includes culture-based factors and indicators of
symbolic wealth that help define a person‘s class. Symbolic wealth is often inherited
from one‘s family. According to Bourdieu (1986) cultural capital is a system of
attributes, such as language skills, cultural knowledge, and mannerisms acquired from an
individual‘s parents, which further categorize one‘s social class. Cultural capital can be
measured by factors that have a strong influence on academic success in school such as
the primary language spoken at home, parent‘s expectations for their child‘s success, or
parent‘s educational level.
Cultural capital can be increased through different activities such as reading a
variety of genres in literature, visiting museums or attending operas, and immersing
oneself into the mainstream culture (Bourdieu, 1986). Stanton-Salazar (2001) claimed
that these activities can be practiced in the classroom by speaking and participating in
class, questioning the teachers, or working in cooperative learning groups. Utilizing these
practices allows AVID students to have the opportunity to overcome the cultural barriers
such as language differences, economic differences, school requirements and
expectations, and gender roles. Specifically, the barriers minority and students from low
socioeconomic backgrounds face can be overcome with the help of the AVID elective
teacher who is expected to be culturally aware of the barriers, develop meaningful
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relationships with students, and utilize effective teaching strategies to resolve these
inequities.
Most of the AVID‘s first-generation students lack the cultural capital to overcome
the obstacles they face when going through the college application and enrollment
process. Teachers, families, and friends can provide supports for first-generation students
without college knowledge and cultural capital. Freeman (1997) concluded that
underrepresented minority students wanting to participate and be successful in the
American college culture, had to acquire cultural capital in order to successfully negotiate
the transition to academia.

Social and Cultural Capital
Freeman (1997) argued that ―the concepts of cultural and social capital mean
assets, in the form of behaviors, on which individuals and/or families can draw to meet a
certain set of established values in society‖ (p. 525). As students meet these established
values, they become more accepted by different institutions in society (Freeman, 1997).
In order to successfully navigate the majority culture of academia, minority students must
be able to boundary cross (Mehan et al., 1996) and develop both academic skills and
cultural identities valued in the institutions and society students seek to enter. This
balancing can be difficult for first-generation students due to the competing influence of
economic and social factors from the student‘s home community (Bourdieu, 1977;
Mehan et al., 1996).
In the U.S. social and cultural capital tend to reflect and reproduce stratification
patterns in a class-based society (Monkman et al., 2005). In a study conducted by Perna
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(2000) in which the college enrollment decisions of African Americans, Hispanics, and
Whites were compared using an econometric model of college enrollment that included
measures of social and cultural capital, it was found that Hispanics were as likely as
Whites to enroll in a four-year college after adding measures of social and cultural capital
to controls for gender, costs, benefits, financial resources, and ability (Saunders & Serna,
2004).
Stanton-Salazar (2001) states that the most important practices occurring in public
schools and classrooms happen at the tacit, hidden, or subterranean level, and that it is
these practices that have the most lasting effects on children. For example, if struggling
academically, the AVID student will need social capital to network with others and
cultural capital to utilize the available resources at school. The AVID student may choose
to participate in the after-school tutorial program or ask the teacher to obtain useful
studying skills that require cultural capital or join an AVID study group to review for an
exam that requires social capital.
Table 2.1 was constructed based on the literature (Bourdieu, 1986; Coleman,
1990; Stanton-Salazar, 1997) on social and cultural capital. The table is divided into three
sections and represents the elements of social capital, cultural capital, and social and
cultural capital. Elements that apply only to social capital include resourceful
relationships, institutional agents, connections between social networks, information
channels, and making sense of the system. Elements unique to cultural capital include
cultural knowledge, language skills, non-financial assets, and attitudes and knowledge
needed to succeed in the current educational system. The elements that are italicized are
those that both capitals have in common. Table 2.1 allowed me to make connections
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between social and cultural capital and relate the identified elements to my research
question. Some of the elements these two concepts have in common are trust, mediation,
reciprocity, and norms and social control.
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Table 2.1
Elements of Social and Cultural Capital
Social Capital
-Resourceful Relationships
-Networks of influence and support
-Working with others to achieve things individuals could not achieve by themselves or
otherwise would be very difficult
-Involves institutional agents (important people) who transmit valuable resources to a
person
-Connections within and between social networks
-Assistance in the navigation of mainstream institutions in order to acquire information
about programs, career-decision making, college admission, role modeling, and
emotional and moral support
- Obligation and expectations in social relationships
- Non-tangible values exchanged through social relationships
- Information channels
- Connections to important productive social relationships
- Resources attained through participation in social networks for membership in a
group and reciprocating those resources for social benefits
- Learning and mastering technical skills
- Making sense of the system
- Potential resources
- Investments in social relations with expected returns
- Constructed through investment strategies aimed at institutionalizing group relations
Cultural Capital
-Instrumental relations
-Non-financial social assets
-Advantages a person has
-Habits and dispositions
-Attitudes and knowledge needed to succeed in the current educational system
-Reproduced by the dominant class of a society and passed down through generations.
-Individuals with cultural capital are apt to be most successful in meeting criteria set by
the schools
-Promotes social mobility
-Connections to resources including books and educational institutions
-Mannerisms
-Symbolizes wealth
-Knowledge transmitted from parents to children
-Cultural knowledge
-Inherited from family
-Increased by activities that immerse individuals into the mainstream culture
-Language Skills
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Social and Cultural Capital
-Reciprocity
-Norms and social control
-Trust
-Mediates the social reproduction of inequality
-Reflect and reproduce stratification patterns in a class-based society
-Transmitted from one generation to the next

From Social and Cultural Capital Theory to Research Questions
In sum, the literature suggests that the success of minority students is contingent
on providing educational and social support systems which allow students to adapt to
their challenging academic environment (Mehan et al., 1996; Bourdieu, 1986; StantonSalazar, 1997). Students need to be equipped with the necessary tools and utilize social
and academic supports. The tools and support can be accumulated within the AVID
program, specifically in the AVID elective.
A social and cultural capital (Bourdieu, 1986) framework was used in the current
study to understand the role of social and cultural capital in mediating AVID adolescents‘
experiences in high school. By grounding the study in the Bourdieuian notion that
underrepresented minority students need to be provided with sufficient social and cultural
capital to prepare for college, I investigated the following research question ―How do
students view their experiences in the AVID program?‖

43

Chapter Summary
The purpose of this chapter was to provide a review of the literature related to
AVID students and the program. The AVID program is one of many college preparation
programs in schools today that offer instructional methodologies and models that are
supported by research on student achievement. In this review of the literature I have
included research on the educational aspirations of AVID students, and social influences
that support college readiness, including the AVID elective teacher, academic supports,
college knowledge, and parental involvement. Research, which supports the AVID
principles that schools need to build social and cultural capital for students, was also
reviewed, particularly Bourdieu‘s (1986) theoretical constructs of social and cultural
capital. In order to understand the effectiveness of the AVID program, there is a need to
investigate how students view their experiences in AVID. Looking and learning from
student experiences can make visible what is not visible through studies that focus on the
program and not the students.
This study aims to identify if and in what ways the AVID program impacts the
educational experiences of AVID students at Walter High School in South Texas. By
investigating the students‘ perspectives about their experiences in AVID through the lens
of social and cultural capital theory, this dissertation attempts to contribute to the research
base about AVID. By exploring AVID students‘ perspectives, I seek to gain a deeper
understanding of how underrepresented minority students have been able to make it and
be successful and learn from their experiences in AVID. The next chapter I discuss the
methodology for this study.
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CHAPTER III. RESEARCH APPROACH AND PROCEDURES

As mentioned in chapter one, there are numerous quantitative studies about the
AVID program and very few studies have adopted an ethnographic perspective to
examine student experiences and how they view those experiences. I chose an
ethnographic perspective for my semi-structured interview study to develop an in-depth
understanding of what the students shared about their experiences in AVID. In the next
section I describe the term ethnography as described by Green and Bloome (1997). I then
explain the three approaches by Green and Bloome (1997) present as ways for
conducting research using ethnographic theories or tools. I then introduce the approach
chosen for this study and the reasons for how an ethnographic perspective helped me
reach the goal of understanding AVID students‘ perspectives through their point of view.

Three Ways to Conduct Ethnographic Research
Green and Bloome (1997) made a conceptual distinction about the ways
ethnography and ethnographic research can be conducted in education. They argued that
the proliferation of the term ethnography and its treatment as synonymous with
qualitative research was resulting in questionable ethnographies, which Rist (1980) had
termed ―blitzkrieg ethnography.‖ Green and Bloome (1997) argued that doing
ethnography involved an overtime study of a cultural group and that full-scale
ethnographies were to be grounded in disciplinary theories of culture. However, they
also proposed a possibility of adopting an ethnographic perspective and using
ethnographic tools as ways of conducting research in education when full scale

ethnographies were not possible or were not needed because the question was about a
focused phenomenon, activity, or experience, rather than the culture of a group.
Green and Bloome (1997) argued that ―doing ethnography‖ (p. 183) involves an
in-depth, long-term study of a social or cultural group. ―Doing ethnography‖ requires an
over-time study of the culture through participant observation, interviewing, document
analyses, and researcher immersion in the field.
When full ethnography is not possible or needed, researchers can ―adopt an
ethnographic perspective‖ (Green & Bloome, 1997, p. 183). Adopting an ethnographic
perspective involves taking a ―more focused approach to study particular aspects of
everyday life and cultural practices of a social group‖ (Green & Bloome, 1997, p. 183).
In other words, researchers can use theories of culture and social construction of life
(Berger & Luckmann, 1966) to examine focused phenomena of interest, such as student
experiences in the AVID program.
The third way ethnography can be used in education research is by ―using
ethnographic tools‖ (Green & Bloome, 1997, p. 183). Green and Bloome (1997) refer to
the use of ethnographic tools as methods and techniques usually associated with field
work. However, unlike an ethnography or adopting an ethnographic perspective, using
ethnographic tools does not constitute a research design. The fieldwork tools developed
in ethnographic approaches may include interviews, observations, videotaping or
document collection, among others. These tools can be used within any research design
and in themselves do not constitute an ethnographic approach. Figure 3.1 illustrates the
three ways of conducting ethnographic research and what each entails. The figure was
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developed based on Green and Bloome‘s (1997) description of different approaches to
ethnographic research.
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Figure 3.1. Distinctions among Ethnography, Ethnographic Perspective, and Ethnographic Tools
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Adopting an Ethnographic Perspective to Study Students’ Experiences in AVID
To explore the students‘ perspectives about their experiences in the AVID
program, I determined that an ethnographic perspective could serve as an effective lens.
An ethnographic perspective can help the researcher to make visible what is often
invisible, particularly information that might be tacit knowledge for the group studied but
unknown to outsiders (Green, Dixon, & Zaharlick, 2003). Utilizing this lens will help me
get an insider perspective on how students view the AVID program and the cultural
practices and knowledge they develop within the program.

Three Principles of Ethnographic Perspective
Green, Dixon, and Zaharlick (2003) argued that the logic of ethnography is
developed around three key principles. The three principles of ethnography include
studying cultural practices, undertaking contrastive analyses, and adopting a holistic
perspective. These principles are theoretical premises of ethnographic research. All of
these were utilized in this study in multiple ways. Figure 3.2, shows the three
ethnographic principles and which aspects of AVID I could examine using these
principles.
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Figure 3.2. Application of Ethnographic Perspective
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Cultural practices. The first principle of ethnographic research involves studying
cultural practices. Based on the view of culture as a set of principles for being and doing,
participants in a social group such as a classroom, establish roles and relationships, norms
and expectations, rights and obligations (Collins and Green, 1992) that constitute
membership in a class, or group within the class. Collins and Green (1992) view
classrooms as places where social groups construct and reconstruct cultures. From this
perspective, classrooms are social settings in which members develop particular cultural
practices and ways of knowing. In this study the AVID students entered a classroom,
affiliated overtime and constructed social and academic knowledge and shared ways of
speaking, interpreting, and acting.
In order to describe these shared ways of participating in a cultural group,
including speaking, interpreting, and acting, researchers need to analyze and represent the
emic, or insider, perspective. Spradley (1980) explains that a researcher, who uses an
ethnographic perspective, seeks to capture and analyze from a ―native‘s‖ (p.3) point of
view the meaning participants give to a given event, actions, or cultural artifacts. The
goal in ethnographic work, however, is ―not to go ‗native‘ but to be able to make visible
the cultural practices and principles of practice to others who are not members of that
group‖ (Green, et al., 2003, p. 153).
In adopting the principle of cultural practices, I investigated how the AVID
program helps students succeed from their point of view. Focusing on insider
understanding made apparent what was important to students about the AVID program,
as revealed through students‘ discourse in the semi-structured interviews. Utilizing an
ethnographic perspective helped me identify cultural practices and artifacts the students
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mentioned in the interview. The cultural activities and practices to which the students had
access revealed particular knowledge and aspects of the AVID culture. The activities the
students referred to as key that shaped their experiences were an important cultural
practice. Other cultural practices in the AVID elective included the expectations for
success and for not failing academically. Additionally, understanding the cultural
practices such as the way students described their role and the role of the teacher in the
program will help address the goals of this study.

Contrastive analyses. The second principle of an ethnographic perspective is the
undertaking of contrastive analyses. Green and Bloome (1997) state that there are three
ways to develop contrastive perspectives. The first way is to triangulate data, methods,
theory, and/or perspectives (Green & Bloome, 1997). The second way of employing a
contrastive perspective is to ―demonstrate a functional relevance of a bit of life‖ through
a perspective of contrastive relevance (Green et al., 2003, p. 209). The third way to way
develop contrastive perspectives is to ―examine spaces for cultural knowledge‖ (Green et
al., 2003, p. 209). In the use of contrastive relevance, researchers are expected to ground
their analysis in the words and actions that members use within and across events, times,
and activities in their everyday life.
Contrastive analyses in this study were carried out through triangulation of data
sources, perspectives, and theories as well as by examining how elements of the AVID
program (―bits of life‖) constitute spaces for constructing cultural knowledge. Analysis
of data from individual students in this study has been triangulated by conducting
multiple interviews. Also, looking at the AVID program goals as a source of data also
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served as a way of triangulating data. Another form of triangulating data in this study was
by triangulating the program goals with the students‘ perspectives as well as triangulating
students‘ perspectives with theory. Utilizing different levels of analysis was another form
of triangulating used in this study. Each level of analysis provided a need for additional
levels of analysis.
In this study, ―a bit of life‖ (Green et al., 2003) was identified by uncovering emic
processes and practices. This was done by analyzing student talk of how AVID became
useful and influential in shaping students‘ experiences. Activities and strategies described
by the students in this study represented a way of life for these students.
In the third way of utilizing a contrastive perspective, this study aimed to identify
the cultural spaces that have been created for and by the students. According to Green et
al. (2003) contrastive perspective provides a way of examining and identifying what
counts as spaces for cultural knowledge. In this study, those spaces for cultural
knowledge constitute what the students describe as being unique in the AVID elective.
These are spaces they have developed because they are part of the AVID program.
The contrastive analysis strategy was a central part of my study of how students
viewed their experiences in the AVID program. By contrasting student perspectives from
the semi-structured interviews, I was able to identify categories, subcategories, and two
overarching themes described by the students. Contrasting multiple student statements
served as confirming the themes they kept repeating and referring to. By contrasting
individual statements to all the interviews I was able to identify larger themes.
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Holistic perspective. In addition to studying cultural practices and undertaking
contrastive analyses, ethnography includes examining part-whole relationships which can
be done through a holistic perspective (Green et al., 2003). The whole-part, part-whole
relationships reveal why individuals act in certain ways. In turn, the close examination of
one aspect of a developing cultural group enriches the understanding of the whole being
constructed.
This study focused on the students‘ perspectives of AVID, specifically the
elective class. Since there is not a single view of what counts as a whole in ethnographic
research (Skukauskaite, 2006), I examined part whole relationships in different ways.
One way was by looking at the parts (students) and the whole (AVID in school) which
allowed me to make relationships among them visible. Another way of examining partwhole relationships in this study was through looking at any one statement made by the
students in relation to the AVID program and/or my research question. I also examined
part-whole relationships by comparing and contrasting any particular statement (part) to
what the students were signaling in the interviews (whole). Additionally, data was
contrasted by looking at individual interviews and student collective views. I then
contrasted the collective views to the AVID program.

Summary
In sum, Green and Bloome (1997) distinguish between ―doing ethnography,‖
―adopting an ethnographic perspective,‖ and ―using ethnographic tools‖ (p. 183). For this
study, I chose to adopt an ethnographic perspective because it allowed me to take a more
focused approach in understanding the aspects of everyday life from the culturally
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relevant perspective of the AVID students. There are three characteristics of an
ethnographic perspective, cultural practices, contrastive analyses, and a holistic
perspective (Green et al., 2003). All of these were employed in this study. To investigate
the perspectives of students enrolled in the AVID program, I utilized ethnographic
techniques of semi-structured interviews for collecting and analyzing data.
By conducting semi-structured interviews, participants were given an opportunity
to reflect on their schooling experiences. Interviews helped me learn about the
experiences of students participating in the AVID program. Semi-structured interviews
allowed me to explore aspects of experience, emotion, opinion, and expectation
(Delamont, 2008), connecting disparate parts of student experiences into a coherent
meaningful description of factors that influence student success. Delamont (2008) argued
that ―interviews allow participants to reflect upon the social realities that have
simultaneously shaped them and been shaped by them‖ (p. 60). Interviews allowed
students to share and reflect on their experiences in the AVID program with me.

Methods
In this section I describe the setting in which this study took place. I also describe
the participants, how they were chosen, and a brief description of the participants. I also
describe the data collection and analyses process.

Setting
The present study took place at a South Texas public high school in Crystale,
Texas. In order to retain the confidentiality of this school it is referred to in this study as
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Walter High School. Recently the U.S. News and World Report (2009) featured Walter
High School as one of one hundred ―America‘s Best High Schools‖ silver award winners.
I selected this high school because of the aforementioned award and because their
mission statement indicates their commitment to the development of individuals who are
academically competent and self-reliant. The mission of the school is to prepare students
to successfully pursue post-secondary education and/or training opportunities to better
themselves, their community, and their families and to enable them to become productive
citizens with a global and moral awareness that will impact their lives and increase their
self-esteem to create a safe and secure society (Walter High School Website). This
mission statement is coherent with the AVID goals to ensure student success in high
school and promote access to post-secondary education. Moreover, this mission statement
is unique among the Crystale, Texas high schools, for it specifically includes expectations
for higher education and for students‘ self-esteem and safety.
Walter High School is located in Crystale, a border town in South Texas. Due to
Crystale being a border town, it has a large Hispanic-American community. As many as
90% of Crystale‘s citizens identify themselves as being at least part Hispanic. According
to Crystale Independent School District‘s (CISD) 2008-2009 Academic Excellence
Indicator System (AEIS) report, which is made available the Texas Education Agency
(TEA), CISD‘s ethnic distribution is as follows: 98.2% Hispanic, 1.3% White, 0.4%
Asian, and 0.2% African American. In addition, according to the 2008-2009 AEIS report,
commonly referred to as the District or School Report Card, 94.9% of CISD‘s enrollment
was economically disadvantaged, 35.7% of students were Limited English Proficient
(LEP), and 67.4% of students were at-risk. At CISD, the graduation rate in 2008-2009
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was 67.9% while the state‘s rate was 79.1%. The dropout rate in CISD was 14.9%
compared to the state‘s 10.5%.
Walter High School is a public high school that educates approximately 2,211
students across grades nine through twelve. Walter High School offers a full curriculum
including fine arts, athletics, foreign languages, Advanced Placement (AP), and Dual
Enrollment (DE) classes. Ethnicity demographics at Walter High School include: 98.6%
Hispanic, 1.12% White, 0.2% Asian, and 0.2% African American. 98.7% of the school‘s
enrollment is considered economically disadvantaged. The campus‘ AEIS 2008-2009
report showed that its accountability rating is ―Recognized‖ which indicate a passing rate
of 80% for all subjects tested in the 2008-2009 school year. The campus also received
―Gold Acknowledgements‖ from the state in the following areas: Advanced academic
courses, recommended high school, and comparable performance in mathematics. The
school‘s AEIS reports a graduation rate of 66.2% and a dropout rate of 11.2%.
The purpose of AVID at Walter High School is to ensure that students who are in
the middle of their class (GPA 2.0-2.9) and might be overlooked be provided a
curriculum that will increase their chances of attending college. According to an AVID
site report for the 2009-2010 academic school year, Walter High School has a total of 86
students enrolled in AVID in grades ninth through eleventh (24 in ninth grade; 28 in tenth
grade; and 34 in eleventh grade). Subject area teachers, the AVID elective teacher, a
guidance counselor, and an administrator form the school‘s AVID site team.
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Participants
The AVID students were selected to participate in the study based on three
criteria. For this study, purposeful sampling strategies were chosen because purposeful
selection is aimed at providing insights about the phenomenon studied (Patton, 2002). I
chose purposeful sampling to select the participants who would best answer the research
question in this study (Creswell, 2009). The participants chosen for this study provided
me with rich details that made visible the cultural knowledge and practices developed and
used by AVID students.
I used four criteria for selecting students. First, the eight AVID students selected
for this study must have been part of the AVID elective course. This allowed me to
explore whether AVID has an impact on students‘ experiences in high school.
Second, the students must have been at-risk in at least one of the fifteen at-risk
characteristics posed by the school district. To determine which at-risk characteristics
students held, I looked at the eight students‘ Permanent Record Card (PRC) folder in
which the at-risk checklist is located. Third, students must have ended their eighth grade
school year in the middle of their class, not top, but not bottom because the goal of AVID
is to assist those in the middle who might otherwise be overlooked. They must have
ended in the middle of their class in eighth grade because this is the year used to identify
if they qualify for the AVID program or not their freshman year. Fourth, the students
must have been in the tenth grade elective course.
Parental consent forms and student assent forms were given to students during
their AVID elective class. Within these documents, all participants were informed of the
goal of this study, potential findings, and benefits to the participants themselves. All
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participants were assured confidentiality and were given the option to withdraw from the
study at time.
Of the 86 students enrolled in AVID, twenty-eight were in tenth grade and
enrolled in the AVID homeroom. Of the twenty eight students, eight turned in all the
participation forms required to participate in the study. I chose the homeroom AVID
elective class because these students were in tenth grade. I chose this grade level because
their two year history in the AVID program would be sufficient to provide me with their
experiences in AVID and also because, according to McDonough (2009), having plans to
attend college by the tenth grade increases students‘ chances of attending by 21%. All
participants were between the ages of fifteen and seventeen. Both males and females
participated in the study.

Student Profiles
In this section I provide a description of the students in this study. The profiles of
the eight Hispanic students who participated are presented in Table 3.1. The table
includes columns with the student‘s name and a summary of the information about
themselves they shared during the interviews. I used pseudonyms in order to protect the
identity of the students. The description represents what students answered when I asked
them, ―Tell me about yourself.‖ I decided that including a table with the students‘ name
and what they shared about themselves was important to get to know the students, since
people‘s histories and ways they construct representations of self (Patai, 1993) influence
what and how they share in an interview setting (Kvale & Brinkmann, 2009; Brenner,
2006).
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Table 3.1
Student Profiles
Student Name

Description

1. Rodrigo

Rodrigo likes art and would like to pursue an art
degree. He lives with his aunt whom he looks up to.
His aunt is currently attending college, and he wants
to follow in her footsteps.

2. Norma

Norma likes sports, and is in the track team. She
likes to draw as a hobby. She wants to be a Border
Patrol agent and then pursue a career with the FBI.
She plans to attend college.

3. Jesus

Jesus is in band. His family encourages him to do
better. Many of his brothers did not graduate in four
years. Jesus‘ mother wants him to graduate on time
and have a good career. Jesus is motivated to go to
college because his brother is a migrant worker and
Jesus sees how difficult that is. Jesus wants to have
a good career that will help him be successful.

4. Alicia

Alicia describes herself as a ―total band freak‖; she
has been in band since middle school. Alicia aspired
to be a veterinarian or lawyer but now hopes to be a
band director and then a professional trumpet
player.

5. JJ

JJ enjoys playing sports but is not in sports at
Walter High School because he is in band and
drama. He has decided that he wants to attend
college.

6. Mimi

Mimi is a sixteen year-old student who is in choir.
Mimi is the oldest sister and has three brothers.
Mimi wanted to be a cosmetologist, but after
researching on careers, she has decided she wants to
be a Border Patrol agent.

7. Monica

Monica is the youngest in her family. She has two
older brothers. Her brothers did not attend college.
One graduated from high school; the other obtained
a General Education Diploma (GED). She aspires to
go to college so that her parents can be proud of her.
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8. Amador

Amador is a student who aspires to attend college.
He wants to pursue a medical degree. He has an
older sister who just graduated from high school and
is attending college. He describes her as his role
model.

Data Collection
The purpose of this semi-structured interview study with an ethnographic
perspective was to gain insight into the perspectives of students enrolled in the AVID
program. To address the research question, ―How do students view their experiences in
the AVID program?‖ I conducted semi-structured interviews. Data was analyzed using
transcribing, coding, and a four-level process of analysis.
Spradley (1979) argues that semi-structured interviews are used to learn about the
explicit and tacit knowledge held by individuals and at the same time to minimize the risk
of imposing predetermined ideas on the participants in the study. I adopted an
ethnographic perspective to conduct semi-structured interviews, which enabled me to
explore the culturally and linguistically relevant expressions and terminology used by the
AVID participants to represent their views of their experiences.

Interviews
In this study, interviews constituted the primary data collection method.
Interviewing is an essential tool in the repertoire of the ethnographic (Spradley, 1979) or
qualitative researcher (Kvale and Brinkmann, 2009) because it allows the researcher to
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locate individuals and the events of their lives in a broader socio-cultural context
(Delamont, 2008). Using semi-structured interviews helped me promote the interaction
between the participants and myself through talk. According to Kvale and Brinkmann
(2009) when people talk to each other, not only do they interact, but they get to know
each other and understand other‘s experiences, feelings, expectations, and the world they
live in. Interviews allow participants to become aware of their paths in lives and to reflect
on those paths (Patai, 1993). Reflecting enables participants to envision their present and
futures in different ways (Bateson, 1989; Linde, 1993). Interviews allowed me to
understand the perspectives of the students in this study in relation to their experiences in
the AVID program. Qualitative interview methodology grounded in an ethnographic
perspective (Green & Bloome, 1997; Rex, 2006) enabled me to seek out the world views
of the research participants.
Interviews were chosen as a major source of data needed for understanding the
perspectives of AVID students in this study (Merriam, 2009) and for reconstructing
events in which I did not participate (Rubin & Rubin, 2005). Utilizing this research tool
allowed me to gain an understanding of the construction of meaning from the AVID
students‘ point of view. Conducting interviews allowed me to establish rapport, respect,
and build partnerships with participants as they constructed representations of their
experiences in the AVID program. Interviews allowed me to obtain in-depth information
about what people think and how they construct meanings for their experiences (Patton,
2002; Rubin & Rubin, 2005).
Semi-structured interviews allowed me to give the students in this study the space
to express meaning in their own words while maintaining the focus on the topic and
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purpose of the interview (Brenner, 2006). In order to give students space and allow them
to share their perspectives of AVID, the interview questions were broad and asked about
the AVID program and student experiences in the program. The semi-structured
interviews (Merriam, 2009; Brenner, 2006) were guided by a list of questions (see
Appendix A) that allowed me to ―respond to the situation at hand, to the emerging
worldview of the students‘ responses and to new ideas on the topic‖ (Merriam, 2009, p.
74). Semi-structured interviews also allowed me to gain access to the perspectives of the
students as the insights of the interviewees were made visible through the students talk
(Rubin & Rubin, 2005; Kvale & Brinkmann, 2009). Since the participants had varied
experiences and perspectives about the AVID program, I sought their portrayals of those
experiences and perspectives. Therefore, a semi-structured interview instead of a
structured interview was considered best for this research.
Interviews were conducted with each participant in English at Walter High
School. Each interview was conducted on a one-to-one basis and lasted approximately
forty-five minutes. In order to construct a dataset for analysis, all interviews were audio
recorded and transcribed. The tape-recorded interviews provided me with a record of the
interviews structure, quality, and content of speech. This allowed me to listen to the
interviews as many times as I needed while I transcribed them. A transcript is an
interpretation (Mishler, 1991) that is constructed as a new, original text by the researcher
(Lapadat & Lindsay, 1999). The transcribed texts became the data to be analyzed, and
audio records remained accessible to be revisited at any time for contextualization,
retranscription or analysis purposes.
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Data Analysis
Analyzing participant interviews helped uncover what students knew and what
may not have been visible to outsiders about their experiences in the AVID program. The
focus of my data analysis was to investigate what in the AVID program was meaningful
to the AVID students and to make visible the views commonly held by the students. Data
analysis was conducted throughout the course of the research. A four-level process of
analysis was used to analyze the data for this study. It formed the basis for developing a
logic of inquiry (Green and Bloome, 1997) which guided my subsequent interpretations
of analyzed data.

Logic of Inquiry
The analysis presented in this chapter aims to provide a view of the perspectives
of students about their experiences in AVID as constructed by the participants of semistructured interviews. I constructed four levels of analysis in order to identify patterns in
the perspectives and experiences identified by the AVID students. These analyses were
based on an inductive approach geared to identifying categories, patterns, and themes.
―Inductive analysis means that the patterns, themes, and categories of analysis come from
the data; they emerge out the data rather than being imposed on them prior to data
collection and analysis‖ (Patton, 2002, p. 306). Throughout the analyses I followed the
data to construct a multilayered representation of student perspectives about AVID.
Figure 3.3 illustrates the sequence of the four levels of analysis I constructed in
this study. The figure demonstrates how the analysis was interactive and recursive. The
first and second levels of analysis involved only one major step each. The third level of
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analysis involved four steps, and the fourth level of analysis included five steps. The
levels of analyses referenced in this chapter were developed by looking at the transcripts
and derived from the data, thus were data driven.
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Figure 3.3. Process and Levels of Analysis

Level One

Listened and re-listened to
all eight interviews and then
transcribed all the eight
interviews (Lapadat and
Lindsay, 1999).

Level Three
The following topics
were grouped under
Academic Supports
(Table 3.5): Learning
Strategies and College
Knowledge.

Read through the entire transcripts (Creswell, 2009) one at a
time and added three columns, main idea, details, and possible
topics. (Table 4.2) I filled out one column at a time. I decided
that each statement would be about the main idea, and then any
Level Two details of those terms would go under the details column. I then
identified topics that were related to those ideas and details and
put those under the possible topics column.

The following topics
were grouped under
Interpersonal Supports
(Table 3.5): AVID
elective Teacher as a
parent, classmates as
siblings, and elective
teacher as a mentor.

Reviewed topics in
frequency table and
categorized them into
two themes:
Interpersonal Supports
and Academic
Supports.

Created a table (Table
3.4) of identified topics
by frequency in which I
identified fifteen topics.

Level Four
Created Tables 4.1,
4.2, 4.3, 4.4, and
4.5 for each of the
subcategories
found under
Interpersonal
Supports and
Academic Supports
(Table 4.4).

Tables 4.1 to 4.5
were created one by
one. For each table
I went through my
transcribed
interviews and
highlighted
statements that were
related to that topic.

After creating
these tables, on
each table, I added
two columns to
the right of the
statements:
Discourse Signals
and Topics
Addressed.
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Read and reread
each statement and
filled out the
columns one at a
time. The Discourse
Signals column first
then the Topics
Addressed column.

Looked for
reoccurring topics
in each table
(Tables 4.1 to 4.5)
under the Topics
Addressed column
and organized my
writing this way.

Analysis level one. The first level of analysis involved me listening to all eight audiotaped interviews I conducted. I then transcribed each interview one by one using a table
format (see Table 3.2). Lapadat and Lindsay (1999) stated that ―analysis takes place and
understandings are derived through the process of constructing a transcript by listening
and re-listening, viewing and reviewing‖ (p. 82). Transcription in qualitative analyses of
language data is an integral process that is commonly employed in both basic and applied
research across various disciplines and in professional practice fields (Lapadat &
Lindsay, 1999). Transcribing to many may seem to be writing down an interview
verbatim, but according to Lapadat and Lindsay (1999), it is not just the transcription
product such as the verbatim words written down that is important, but it is also the
process that is valuable. Utilizing audio tapes and transcriptions allowed me to capture
and represent the voices of the students in the interview. Transcribing provided insights
about what I listened to and what the students had to say, thus allowing me to gain
insights about their perspectives. The analysis of interview transcripts enabled me to
identify patterns of categories, subcategories, and two overarching themes.
As illustrated in Table 3.2, statements or questions made by the students were
represented in the Word document in italics; statements made by me were not italicized. I
transcribed the recordings from the interviews into written form so that I could study
them in detail. Transcription involves judgments about what level of detail to choose,
data interpretation, and data representation (Green, Dixon, & Zaharlick, 2003). I decided
to omit non-verbal dimensions of interaction. I also decided to write exactly what the
students said and didn‘t omit any paraverbals like ―umhs‖ and ‖ahs.‖ For example, one
student talked about debates and he said, ―When we are representing in class, I now feel
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more comfortable‖ here the student meant ―presenting‖ instead of ―representing‖ but I
still transcribed exactly what he said.
As seen in Table 3.2 I transcribed the interview into sentence level units
(numbered) to allow me to review each statement in detail and identify what the student
was trying to communicate to me in each particular statement. This format included line
breaks for each statement made by the students as they paused and changed topics, and
therefore enabled me to understand the interactions taking place. Transcribing the
interview in this manner improves the readability of the transcript (Gumperz & Berenz,
1993). I had previously thought of typing the interview without breaking lines, but
decided that sentence level units enabled me to see the complex relationships between the
conversational exchanges.

Table 3.2
Transcribed Interview Excerpt
Rodrigo
1
2
3
4

What impact has AVID had on your education?
I think it has helped me get good grades and now I get tutorial and work in
groups.
How about your AVID elective? How is your AVID elective teacher and
teachers different from the other teachers you have had?
Well Mr. Cuellar really cares for us.
He asks us for our report card making sure that I am passing all my
classes.
Or he goes and talks to the teacher if I am failing.
He also helps me figure out how I am going to pick up the grade you know.
He doesn’t just ask for them.

68

Analysis level two. After transcribing all the interviews, I read through all the transcripts
to review and obtain a ―general sense‖ (Creswell, 2009, p. 191) of the interviews and the
content presented in them. Doing this allowed me to start thinking about the overall
meanings and how these meanings fit together. I then looked at one transcript at a time
and created the three columns to the right (Table 3.3) to capture the main ideas each
student was signaling through their talk.
As seen in Table 3.3 the three columns were main idea, details, and possible
topics. I filled out the main idea, details, and possible topics columns one at a time. I
decided that the main idea in each statement would be what each statement was about
and/or the most important part of each statement I thought the student was signaling to
me. The main idea is the key concept being addressed in each statement. I underlined
these terms (Table 3.3). Any details of the main idea column were placed under the
details column. I decided that the details would be the things that describe the main idea,
those that make the main idea stronger. The details in each statement were double
underlined (Table 3.3). I then identified topics that were related to those main ideas and
details; these topics were placed under the possible topics column. The topic is the broad,
general message of each statement.
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Table 3.3
Transcribed Interview Excerpt with Columns
Rodrigo
Line

Statement

1

What impact has AVID
had on your education?

2

3

4

Main Idea

Details

Possible
Topics

I think it has helped me
get good grades and
now I get tutorial and
work in groups.
How about your AVID
elective? How is your
AVID elective teacher
and teachers different
from the other teachers
you have had?

Helped

Good grades

Academic
support

Well Mr. Cuellar really
cares for us. He asks us
for our report card
making sure that I am
passing all my classes.
Or he (Mr. Cuellar)
goes and talks to the
teacher if I am failing.

Cares

Mr. Cuellar

AVID as
a support

Talks to my
teachers

Mr. Cuellar

Teacher
support

Mr. Cuellar

Teacher
support

He (Mr. Cuellar) also
Helps
helps me figure out how
I am going to pick up
the grade you know.

This second level of analysis allowed me to see what students identified as
possible topics in relation to the research question, ―How do students view their
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experiences in the AVID program?‖ Because students identified a myriad of possible
topics, it was necessary for me to go into a deeper level of analysis and see which topics
reoccurred and which ones were only mentioned once or twice by the students.

Analysis level three. In the third set of analyses, I extended the second analysis by
utilizing the terms under the possible topics column in Table 3.3. I created Table 3.4,
Topics of Frequency, which represents the topics that students mentioned in the
interviews. I identified these topics through analyzing the transcribed interviews in the
format of Table 3.3. I looked for similarities and differences in what the students said
about AVID and their experiences. The checkmarks in Table 3.4 indicate which students
made reference to a particular topic. Using Table 3.4, I found that the most reoccurring
topics were college essays, college applications, Cornell notes, learning logs, binders,
AVID as a family, elective teacher as a parental figure, classmates considered siblings,
college plans, personal bonds, elective teacher as a mentor, and teacher support.
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Table 3.4

√

√

Teacher Support

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

AVID as a
Family

Cornell Notes

Positive Role
Model

√

College Plans

√

Learning Logs

√

Teacher a
Mentor

College Essays

√

Elective
Teacher a
Parent

√

College
Applications

Rodrigo

Classmates as
Siblings

Tutor

Binders

Personal Bonds

Topics by Frequency

Norma

√

Jesus

√

√

√

√

√

√

√

√

√

√

√

√

√

Alicia

√

√

√

√

√

√

√

√

√

√

√

√

√

JJ

√

√

√

√

√

√

√

√

√

√

√

√

√

Mimi

√

√

√

√

√

√

√

√

√

√

√

√

√

Monica

√

√

√

√

√

√

√

√

√

√

√

√

√

Amador

√

√

√

√

√

√

√

√

√

√

√

√

87

100

100

100

100

100

100

100

100

100

Total %

37

75

87

100
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After I finished transcribing the interviews, identifying main ideas, details, and
possible topics, I carefully reviewed all of them in search of themes. I decided that the
topics could be grouped into themes and that I needed to further analyze my interview
data using the interview transcriptions and Table 3.4 to categorize these topics into
themes.
In categorizing topics into larger themes, I constructed Table 3.5 to represent two
main themes that I identified when analyzing referenced topics in Table 3.4. Interpersonal
supports and academic supports were the most reoccurring. I then identified
subcategories for these themes. As seen in Table 3.5, subcategories identified for the
theme of interpersonal supports were classmates considered siblings, AVID elective
teacher as a parent, and elective teacher as a mentor. Subcategories for the theme of
academic supports included learning strategies and college knowledge.

Table 3.5
Identified Themes
Support Systems for AVID Students
1
Interpersonal-Family-Like Supports
Classmates considered siblings
AVID elective teacher as a parent
Elective teacher a mentor
2
Academic Supports
Learning Strategies
College Knowledge

Analysis level four. The first three sets of analyses enabled me to see main ideas, details,
and possible topics that I identified from the transcriptions. Most importantly, the third
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level of analysis allowed me to see the major themes in the interviews and subcategories
for these themes, but in order to see what these subcategories (Table 3.5) represented I
needed another level of analysis.

Table 3.6
AVID Teacher as a Family-Like Support

1
Rodrigo

a

Mr. Cuellar is like a dad for us because he is “always on us”.

b He wants us to do better just as a father wants his children to do
well in school and go on to college.

In the fourth set of analyses, I focused on the students‘ statements of their
experiences in the AVID program and how they viewed these experiences. This step was
needed to provide specific evidence for my research question: ―How do students view
their experiences in the AVID program?‖ In this level of analysis I created Tables 4.1,
4.2, 4.3, 4.4, and 4.5 for each of the subcategories found under interpersonal and
academic supports (Table 3.5). I created these tables one at a time. To create each table I
went back to the transcribed interviews (Table 3.3) and bolded statements that were
related to that topic (Table 3.6). For example, Table 3.6 represents the AVID teacher as a
family-like support topic. This table includes the student‘s name and the statements made
by the student during the interview.
Table 3.7 represents the students statements related to the AVID teacher as a
support. The table also shows the main idea of each student statement and the topic
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addressed in the statement. Conducting these levels of analysis enabled me to understand
how students view their experiences in the AVID program.

Table 3.7
AVID Teacher as a Support
Statements Related to Family-Like
Supports (AVID Elective Teacher)
1
Rodrigo

a

Mr. Cuellar is like a dad for us
because he is ―always on us‖.

Main Idea

Topics Addressed

Dad

Parental figure

Always on us

High expectations
High expectations

b

He wants us to do better just
as a father wants his children
to do well in school and go on
to college.

Wants us to do
better

Parental figure

As a father
wants for his
children

High expectations
High expectations

Do well in
school
Go on to
college

As presented in Table 3.7, for that particular student, Rodrigo, main ideas that I
identified included dad, ―always on us‖, ―wants us to do better‖, and ―as a father wants
for his children‖. The topics addressed under the AVID teacher as support category were
parental figure and high expectations.
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Chapter Summary
The purpose of this chapter was to outline the research approach employed in this
study. This is a semi-structured interview study from an ethnographic perspective of how
students view their experiences in the AVID program. Participants were selected through
purposeful sampling (Patton, 2002) with the primary goal of obtaining student
perspectives about their experiences. Primary data collection methods included semistructured interviews. Data were analyzed using a four-level process of analyses to
identify cultural themes related to student experiences in the AVID program and to help
me understand the implicit and explicit relationships that affect the schooling experiences
of AVID students. In the next chapter I provide analyses of the data and present the
findings of the study.
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CHAPTER IV. ANALYSIS OF THE DATA

In this chapter I analyze the data and present findings from the interviews I
conducted using an ethnographic perspective.
After conducting the four levels of analyses of student interviews, I identified two
recurring themes from the data: ―Interpersonal Supports‖ and ―Academic Supports.‖
Participants described these themes being influential in their high school AVID
experiences. The first section of the chapter includes data analysis of the students‘
transcribed interviews. The data analysis in this chapter will be divided into two sections,
interpersonal supports and academic supports. Each of these sections will include an
analysis of subcategories.
As stated in chapter three, the focus of my data analysis was to investigate what in
the AVID program was meaningful to the AVID students, and to make visible how those
meanings became commonly held by the students. Common themes became apparent as
data were collected and analyzed from the AVID student interviews.
In the first part, interpersonal supports, I analyze the data to show how students represent
their classmates as siblings, elective teacher as a parental figure, and teacher as a mentor.
In the second part, academic supports, I include analyses of student perspectives on
learning strategies and college knowledge they construct in the AVID program. I
conclude with a brief interpretation of findings and a chapter summary.

Interpersonal Supports Provided to Students in the AVID Elective
This section presents the data to identify what the students referred to as
interpersonal supports. The interpersonal supports the students continually mentioned
were that they considered their AVID classmates to be extended family and that they
formed friendships with those classmates. I also analyze data that revealed that the
students considered the elective teacher to be extended family. The final section includes
statements in which students considered the teacher to be a mentor.

AVID Classmates Considered Extended Family
Table 4.1 represents student perspectives on their peers as being members of the
family. As represented in the last column of Table 4.1, the topics I identified were that
being in class with the other AVID classmates made students feel comfortable, that
students could trust their classmates, and that students could ask for help and receive it
from their classmates when needed. The following sections will be organized in the
following subcategories: comfort in the AVID elective, a trusting environment in the
AVID elective, and classmates helping each other.
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Table 4.1
Classmates as Siblings
Statements Related to FamilyLike Supports

Main Idea

Topics
Addressed

a It feels really comfortable like
a family.

Comfortable

Comfort

b Like we can really trust each
other.

Trust each other

Trust

2
Norma

a Being in classes with students
I already know makes me feel
like if I‘m in class with my
brother or sister.

Students I know

Comfort

In class with my
brother/sister

Comfort

3
Jesus

a We are all there for each other There for each
and we help each other out.
other

1
Rodrigo

Family

Helpful

Help each other

4
Alicia

b If we have a problem we feel
comfortable enough to talk
about it with each other.

Comfortable

Comfort

Talk to each other

Helpful

a I would definitely say that the
students in my AVID elective
are my family.

Family

Comfort

b Like you stay with them
throughout the four-years so I
care for them and I know that
they care for me.

Cohort

Comfort

Caring

5
JJ

Respect each
a When we are doing debates
we don‘t put each other down, other‘s thoughts
we try to open each other‘s
and actions
minds and respect what each
other thinks.

Trust

6
Mimi

a Being in the AVID class is
like being in class with my
brother or sister because I can
talk about anything and know

Comfort
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Being with
brother/sister
Talk about

7
Monica

that they are not going to
judge me.

anything

Comfort

b They are going to help me.

Help me

Helpful

a It‘s nice to have other kids in
the AVID class that I can feel
comfortable with.

Comfortable

Comfort

b I feel like we are all family
and together we learn and
help each other.

Learn together

Helpful

Help each other

Helpful

A Feeling of Comfort in the AVID Elective Classroom
Table 4.1 represents statements that students shared about the family-like support
received from their AVID classmates in the AVID elective class. Feeling comfortable
was a topic that was addressed by seven of the eight students interviewed. Rodrigo (line
1a) stated that being in the AVID elective ―feels really comfortable like a family." Norma
added (line 2a), ―being in classes with students I already know makes me feel like if I‘m
in class with my brother or sister.‖ Norma compared the bonds she formed with the
AVID students to the relationship she has with her sister (line 2a). Alicia (line 4a)
concurs with Norma by adding, ―I would definitely say that the students in my AVID
elective are my family.‖ Jesus similarly stated in line 3b, that when he has a problem he
feels comfortable enough to talk to the other students in the AVID elective. Monica also
added (line 7a), ―it‘s nice to have other kids in the AVID class that I can feel comfortable
with.‖ These students have formed personal relationships with each other and consider
each other to be like family members
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Creating a Trusting Environment in the AVID Elective
AVID students in the study also stated that in developing bonds with each other,
they also began to trust each other. Rodrigo mentioned (line 1b) that he can really trust
his classmates and that his classmates trust him as well. During the interview, Rodrigo
said that at first he felt awkward because the other students were like strangers to him,
but after being together in the AVID elective, he feels he can actually trust his
classmates. JJ used debates as an example (line 5a) of how he built trust with his
classmates. JJ stated that debates were an activity that they did at least once a week in the
AVID elective. During the interview he mentioned that at first he didn‘t feel comfortable
and didn‘t trust his classmates enough to be outspoken and really debate about a
particular issue. This restricted him from fully participating in the debates. However,
after a couple of weeks he started forming relationships and friendships with his
classmates and now he said he liked to participate in debates because he knew that he
could trust his classmates.
In line 5a, JJ stated, ―when we are doing debates we don‘t put each other down,
we try to open each other‘s minds and respect what each other thinks.‖ Mimi added (line
6a), ―being in the AVID class is like being in class with my brother or sister because I
can talk about anything and know that they are not going to judge me.‖ To her, being in
class is like being in class with your siblings because she could talk to them about
anything and she knew that she would not be judged. Mimi compared the relationship she
has with the AVID classmates to the one she has with her older sister or brother. The
students trusted each other and were not afraid to speak up and be judged by their peers.
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Classmates Helping Each Other
Analyzing the interviews also showed that the students identified their AVID
classmates as being helpful. Jesus revealed (line 3a), ―we are all there for each other and
we help each other out.‖ During the interview Jesus mentioned that he had never been
helped by classmates before until he enrolled in the AVID elective. He was used to doing
things on his own and figuring things out on his own too, but now in the AVID elective
he says that when he needs help he does not think twice about asking his teacher or one
of his classmates. In line 6b, Mimi added, ―they are going to help me.‖ She knew her
AVID classmates would help her when needed. During the interview, Mimi said that she
has had other friends who helped her but now she feels that the friendship she has formed
with her AVID classmates has made her more comfortable to ask for help within AVID.
In line 7b, Monica said, ―I feel like we are all family and together we learn and help each
other.‖
When students talked about their AVID classmates, they presented them as
siblings and as friends who could be trusted and who could help. Students talked about
their teacher in a similar way, as I make visible in the next section.

The AVID Elective Teacher Considered Extended Family
In this section I analyze what the students revealed about considering the AVID
elective teacher to be extended family. An analysis of the reoccurring subcategories
includes: AVID teacher as a parental figure, a caring teacher, and someone who held high
expectations for them.
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In analyzing the interview data to gain the insider perspective about student views
of AVID, I identified a reoccurring theme about the role of the AVID elective teacher and
how he impacted the experiences of the AVID students at Walter High School. Of the
seven students interviewed, all but one stated explicitly that the AVID program provided
family-like supports that have influenced their high school experiences. Rodrigo, Norma,
Jesus, Alicia, JJ, Mimi, and Monica reported that being in the AVID program, and
specifically in the AVID elective, was like having a family at school. The other student
said that AVID provided supports but never mentioned family supports. Table 4.2
includes statements the students made during the interview about how Mr. Cuellar, the
AVID elective teacher provided supports such as acting as a parent (dad), having high
expectations for the students (wanting them to do better), being available for students to
talk to him about anything (social and academic), and caring for the students (socially
and academically).
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Table 4.2
Teacher as Parent
Statements Related to Family-Like
Supports
1
Rodrigo

Main Idea

Topics
Addressed

a Mr. Cuellar is like a dad for us
because he is ―always on us‖.

Dad

Parental figure

Always on us

High
expectations

b He wants us to do better just
as a father wants his children
to do well in school and go on
to college.

Wants us to do
better

High
expectations

As a father wants
for his children

Parental figure

Do well in school High
expectations
Go on to college
High
expectations
2
Norma

3
Jesus

a It‘s nice because like I said he
is like a dad to us.

Like a dad to us

Parental figure

b I can talk to him about
anything.

Talk about
anything

Parental figure

c He won‘t be upset if I am
failing a class instead he will
find a way to help me do
better in that class.

Find ways to
help

Parental figure

a Mr. Cuellar is someone that
you can approach. He is like
family.

Approachable

Parental figure

Like family

Parental figure

b Like my dad or uncle.

Like my family
member

Parental figure

c You can tell him anything, he
even knows about my
relationships.

Tell him
anything

Caring

84

4
Alicia

a Mr. Cuellar is always there for
us.

There for us

Caring

b I think he is someone that we
all talk to because he listens
and gives us advice.

We can talk to
him

Parental figure

Listens

Caring
Caring

Gives advice

5
JJ

c Like sometimes he gets mad at
us, but tells us why and then
helps us fix the problem.

Helps us

Parental figure

a Mr. Cuellar is like a teacher, a
dad and a really good friend
which is nice.

Like a dad

Parental figure

A good friend

Parental figure

b He is always willing to help
Willing to help
me if I need anything even it is
not about school.

Caring

6
Mimi

a Mr. Cuellar is really nice he
actually cares about me he‘s
not just a teacher he is like a
parent to me.

Cares about me
Like a parent

Caring
Parental figure

7
Monica

a Mr. Cuellar also cares about
my grades and wants to make
sure I succeed.

Cares about my
grades
Wants me to be
successful

Caring

a Mr. Cuellar and I are like
friends. He is my AVID
elective teacher and my coach.

Friendship

Caring

b Every time I seem out of place
he notices and asks me what
was wrong.

Cares

Caring

c Then I would tell him and he
would try to help me.

Helps

Parental figure

d He always asks me at the right
time.

Asks/Talks

Parental figure

8
Amador
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High
expectations

e Like my dad, like if he knows
there was something wrong.

Like a dad

Parental figure

Knows when
something is
wrong

Parental figure

AVID Elective Teacher in the Role of a Parental Figure
As shown in Table 4.2, Rodrigo, Norma, Jesus, JJ, and Amador explicitly
mentioned that the AVID elective teacher was like a dad to them. Rodrigo stated that Mr.
Cuellar was like a dad to them because he is ―always on‖ them. He constantly monitored
their progress socially and academically. Rodrigo, Norma, Jesus, JJ, and Amador stated
that he is someone who constantly monitors their progress (lines 2c, 3a, 4a, 4c, and 7a).
Norma, JJ, and Amador also revealed that they could tell Mr. Cuellar anything.
Norma stated (line 2b), ―I can talk to him about anything she could talk to him about
anything.‖ She could talk to him about her grades because she knew he wouldn‘t be upset
if she was failing a class. Jesus added (line 3c) that he could tell Mr. Cuellar anything
such as talking to him about his relationships. In line 3c, Jesus said, ―you can tell him
anything, he even knows about my relationships.‖ Jesus felt comfortable talking to Mr.
Cuellar about these issues.
In line 4a, Alicia indicated that Mr. Cuellar is someone who listens to his
students. Alicia said,‖ Mr. Cuellar is always there for us.‖ Alicia knows that when
confiding in Mr. Cuellar not only will she get the support she needs but she will also
receive the advice from someone who really cares for her. Similarly, Amador asserted in
line 8e that Mr. Cuellar is someone he could talk to when there was something wrong.
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Amador also stated that when talking to him, Mr. Cuellar would try to help him in any
way he could. Amador added that Mr. Cuellar knew when there was something wrong
and always asked him at the right time. This has made Amador feel that there is someone
at school who knows him very well and can tell when he is having a problem and is there
for him to help solve that problem.

The Importance of a Caring Teacher
Another reason why students felt that Mr. Cuellar has provided family-like
supports is that they felt he really cared about them. In line 4a, Alicia stated that Mr.
Cuellar is always there for them. Mr. Cuellar is there to help them and give them advice
at any time of the school day, not only during their AVID elective period. The students
feel that he is there for them in two ways, socially and academically. Mimi stated that,
―Mr. Cuellar is really nice he actually cares about me he‘s not just a teacher he is like a
parent to me.‖ Monica (line 7a) said, ―Mr. Cuellar also cares about my grades and wants
to make sure I succeed.‖ He cares about their social and academic lives inside and outside
the AVID elective. Amador feels that he has formed a friendship with Mr. Cuellar and in
line 8a added, ―Mr. Cuellar and I are like friends. He is my AVID elective teacher and
my coach.‖ Mr. Cuellar is a friend to the students and is someone whom they can trust
and help them succeed in school.

High Expectations for All Students
As depicted in Table 4.2, three of the eight AVID students claim that the AVID
elective teacher has high expectations for them. In line 1b, Rodrigo said, ―he wants us to
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do better just as a father wants his children to do well in school and go on to college.‖
Rodrigo feels that he has formed a positive relationship with Mr. Cuellar whom he
considers as having the same high expectations that his real parents do. During the
interview, Rodrigo said that these expectations motivate him to look forward to going to
school, getting good grades, and attending a four-year college.
Norma stated in line 2c, that if they were failing a class, Mr. Cuellar will find a
way to help them to do better in that class. She said, ―he won‘t be upset if I am failing a
class instead he will find a way to help me do better in that class.‖ This shows that Mr.
Cuellar is involved in their academics not only in the AVID elective but beyond that.
Students like Norma and Rodrigo say that he is willing to help them succeed in school. In
line 7a, Monica said, ―Mr. Cuellar also cares about my grades and wants to make sure I
succeed.‖ Monica‘s statement shows that Mr. Cuellar cares about his students‘ academic
success.
As indicated in Table 4.2 students found family-like supports in the AVID
elective teacher. This included that he is like a father to them, he is someone they can
approach and talk to about anything, he genuinely cares for them, and he has high
expectations for them. Student statements in Table 4.2 indicate that another support is
that the teacher acted as a mentor.

Teacher as Mentor
In the interviews students often referred to the supports the AVID elective teacher
provided. Table 4.3 represents statements about the supports that the students mentioned
during the interviews. These statements showed that the AVID elective teacher served as
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a mentor to them. This section is divided into three subcategories: the AVID elective
teacher monitors students‘ grades, helps them succeed academically, and has high
academic expectations for their grades.
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Table 4.3
Teacher as a Mentor
Statements Related to FamilyLike Supports
1
Rodrigo

2
Norma

Main Idea

Topics Addressed

a Mr. Cuellar asks us for our
report card to make sure that I
am passing all my classes.

Checks report
card

Monitors grades

b If I am he helps me figure out
how I am going to pick those
grades up.

Helps me pass

Helpful

a Mr. Cuellar wants the best for
us.

Wants what is
best for us

High expectations

b He wants us to do well and
work hard so he helps us.

Wants us to do
well

High expectations
Helpful

Help us
3
Jesus

4
Alicia

5
JJ

a Mr. Cuellar always tells me
that I am doing a really good
job because I know he cares.

Tells me I am
doing a good job

b If he didn‘t care he wouldn‘t
waste his time checking my
binder.

Checks academic
progress

Monitors grades

a Mr. Cuellar always tells us
and lectures us about being
responsible.

Gives advice

High expectations

b He gives you advice about
anything.

Gives advice

High expectations

a Mr. Cuellar monitors your
grades and tells you what you
need to do to get better
grades.

Checks academic
progress

Helpful

b Like helps you if you have a
low average.

Helps when
struggling

Helpful
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High expectations
Caring

Cares for me

academically
6
Mimi

7
Monica

8
Amador

a Mr. Cuellar wants or actually
expects for me to go to
college.

Believes in
students

High expectations

b He says that I can do it if I
work hard.

Believes in
students

High expectations

a Mr. Cuellar is always telling
us to get our grades up and is
always pushing us to do
better.

Gives advice

High expectations

Believes in
students

High expectations

b He says that if we want to go
to college we need to be the
best that we can be.

Believes in
students

High expectations

a Mr. Cuellar has really helped Helps students
me and encouraged me to do a
Encourages
lot better.
students

Helpful
High expectations

Monitoring Student Grades
Table 4.3 represents what the students said about their AVID elective teacher,
Mr. Cuellar, and how Mr. Cuellar has served as a mentor to them. According to the
students, Mr. Cuellar monitored their grades, helped them get their grades up, and always
had high academic expectations for them. In line 1a Rodrigo begins by stating, ―Mr.
Cuellar asks us for our report card to make sure that I am passing all my classes.‖ Mr.
Cuellar monitors Rodrigo‘s grades by asking to see the report card and not just by asking
him about his grades. In the interview, Rodrigo said that he did have another teacher who
monitored his grades which was his choir teacher, but the choir teacher didn‘t ask for the
report card as Mr. Cuellar did. The choir teacher just asked him how he was doing in his
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classes. JJ also added (line 5b), ―like helps you if you have a low average.‖ He does
mention that Mr. Cuellar monitors his grades, but he does not mention that Mr. Cuellar
asks him for his report card as Rodrigo did. Monica in line 7a stated, ―Mr. Cuellar is
always telling us to get our grades up and is always pushing us to do better.‖ During the
interview Monica mentioned that she had never had a teacher who monitored her grades
and that this made Mr. Cuellar different from other teachers. She said, ―I don‘t know if it
is a requirement of the AVID elective or not but I appreciate that Mr. Cuellar monitors
my grades.‖

Giving Academic Advice and Help
While I analyzed the interviews I also found that according to the students, Mr.
Cuellar always gave them academic advice and helped them academically. As Table 4.3
indicates, Rodrigo states (line 1b) that if he is ever having trouble in his classes Mr.
Cuellar helps him figure out how to pick up those grades. Norma stated (line 2b), ―he
wants us to do well and work hard so he helps us.‖ During the interview, Norma
mentioned that Mr. Cuellar had them write what they are having trouble with on a sheet
of paper, paired the students up and had them help each other out. Norma stated that Mr.
Cuellar visited with each group and addressed their concerns.
Alicia added (line 4b) that Mr. Cuellar gave them advice about anything including
grades. In line 5a, JJ stated, ―Mr. Cuellar monitors your grades and tells you what you
need to do to get better grades.‖ During the interview JJ mentioned that during his first
period AVID elective class, Mr. Cuellar took time to visit with each student to discuss
how they were doing in their classes. After talking to them, if any were failing, he would
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give them advice on how to get better grades. During the interview, Amador also stated
that Mr. Cuellar has really helped him get better grades. In the interview, Amador said
(line 8a) that he had very low grades because he was not working as hard as he should
have and that when Mr. Cuellar saw his report card he was very disappointed. Amador
stated that Mr. Cuellar offered his help and guidance because Mr. Cuellar knew that he
could do better than that.

Mentors Hold High Academic Expectations for Students
As indicated in Table 4.3, Norma stated in lines 2a and 2b that Mr. Cuellar wants
the best for them and he wants them to do well. During the interview, Norma mentioned
that she knew Mr. Cuellar was sincere and really wanted what was best for her and the
rest of the students. Jesus added (line 3a), ―Mr. Cuellar always tells me that I am doing a
really good job because I know he cares.‖ Jesus said that Mr. Cuellar‘s high expectations
have encouraged him to want to succeed in school.
In line 6a, Mimi said, ―Mr. Cuellar wants or actually expects for me to go to
college.‖ In the interview Mimi said that she would be the first in her family to go to
college. She also mentioned that before being in the AVID elective, she didn‘t know if
she was interested in going to college, but now that Mr. Cuellar believes that she can do
it, Mimi feels positive that she will attend college. Monica concurred with Mimi and
added (line 7a), ―Mr. Cuellar is always telling us to get our grades up and is always
pushing us to do better.‖ She said that he tells them that if they want to go to college, they
need to be the best they can be. Amador also stated (line 8a), ―Mr. Cuellar has really
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helped me and encouraged me to do a lot better.‖ Amador said during the interview that
Mr. Cuellar has made him feel that he can succeed in school.
In sum, in analyzing interviews with students and seeking to understand their
perspectives, I identified one of the overarching themes to be ―Interpersonal Supports.‖
Under this theme were categories such as AVID classmates and AVID elective teacher
considered family, and the teacher as a mentor. Under each of these categories, I
identified three subcategories. The first category, AVID classmates considered extended
family included feeling comfortable in the elective classroom, creating a trusting
environment, and classmates helping each other. The second category, AVID elective
teacher considered extended family included AVID elective teacher as a parent, a caring
teacher, and having high expectations. The last category where the teacher is considered a
mentor included monitoring student grades, giving academic advice, and having high
academic expectations.

Academic Supports Provided to Students in the AVID Elective
In addition to interpersonal supports, in my analysis I found that the students
received academic supports in the AVID program as well. In the analysis of the data I
identified academic supports that included learning strategies and college knowledge. In
the following paragraphs I will provide an analysis of the learning strategies the students
mentioned, including organization, note-taking skills, confidence builders, and
communication skills. I will then continue with an analysis of the students‘ perspectives
about their college knowledge including college preparation and aspirations.
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Learning New Learning Strategies
Table 4.4 represents the learning strategies and academic habits the students
identified in the study that they believe have as having an impact on their academic
achievement. As seen in Table 4.4, in the second column are statements the students
made in regards to the academic supports AVID has provided for them, specifically
learning strategies and academic habits. Ideas from the students‘ statements (third
column) included organization, speaking up, talking, Cornell Notes, learning logs, and
binders. In analyzing those statements (second column) and main ideas (third column) I
found that the following topics were addressed by the students: organization, note-taking
skills, and confidence builders/communication skills.

Table 4.4
Learning Strategies
Statements Related to Academic
Supports
1
Rodrigo

2
Norma

Main Idea

Topics
Addressed

a AVID has helped me be more
organized.

Organized

Organization

b AVID has helped me get good
grades and now I get tutorial
and work in groups. It has
helped me speak up.

Speak Up

Confidence
builder/
Communication
Skills

a AVID has helped me in my
classes because now I take
Cornell Notes and that helps
me stay organized.

Cornell Notes

Note taking
skills

b The fact that we have to talk in Talk
AVID is good like in debates.
Mr. Cuellar tells us that he‘s
not the only one that is
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Confidence
builder/
Communication
Skills

supposed to be talking. We are
supposed to talk too, so now I
feel comfortable to talk.

3
Jesus

4
Alicia

c In AVID we have a binder that Binder
helps me be organized. I have
Organized
all my classes in there.

Organization

a AVID has made me a better
student. In AVID I learned
how to take Cornell Notes and
now I take them in all my
classes. Teachers say I am
doing a lot better because of
me taking Cornell Notes.

Cornell Notes

Note taking
skills

b AVID has made me be more
organized because every week
they ask you for a binder and
you already know like when
you need something.

Organized

Organization

c AVID helps you like every
time you do a debate it helps
you open up and speak up
your opinions. It gets you
ready for like speech because
you also have to like talk a lot.

Debates help
you speak up

Organization

Binder
Organization

Gets you ready
for speech

Confidence
builder/
Communication
Skills
Confidence
builder/
Communication
Skills

a AVID helps you be more
Organized
organized and everything.
They give you like these kinds Log
of log things and they help you
like remember what you did
and everything.

Organization

b It actually helps you be more
organized because of the
binder we have.

Log

Organization

c AVID has helped me by just
keeping track of what I am
doing. Like I said we have the

Log
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Organization

Organization
Organization

log so they keep reminding us
what we do.
5
JJ

Reminders

Organization

a Debates are super fun. They
have really helped me be more
outspoken. Like now I am not
embarrassed to talk or say
anything.

Debates help me Confidence
be outspoken
Builder

b Another thing about AVID is
that we have learning logs.

Learning Logs

Organization

c The learning logs have helped
me be more organized. And
now my grades are better
because I know what I have to
turn in and when.

Organized

Organization

Learning Logs

Organization

Better Grades

Organization

d I also have a binder that we
are supposed to put all our
things in. That helps me be
more organized for all my
classes.

Binder

Organization

a Being in the AVID class has
helped me be more organized.

Helped me be
organized

Organization

b In the AVID class we have a
binder and we keep everything
in there like my Cornell Notes
so now I feel more prepared
for my classes.

Binder

Organization

Cornell Notes

Note taking
skills

7
Monica

a We have to have our Cornell
Notes in our binder because
they check. Taking notes is
good because when I study I
can go back to them.

Cornell Notes

Note taking
skills

8
Amador

a In the AVID class I learned
Cornell Notes
that Cornell Notes are
important. Like it helps me
because I pay attention to what
my teachers are saying.

Note taking
skills

6
Mimi
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b In AVID I also have a learning Learning Log
log, it‘s this sheet that Mr.
Cuellar gives us and we have
to write everything down then
he checks it. That‘s good
because then I remember
everything that I learned.

Organization

Through the analyses of student responses in the interviews, I noticed that
Rodrigo, Norma, Jesus, Alicia, JJ, Mimi, Monica, and Amador praised the AVID
program for providing strategies which helped them become more organized, confident
and helped build communication skills. The strategies the students mentioned include
organization, note taking skills, confidence builders and communication skills.

Becoming Organized
Rodrigo, Norma, Jesus, Alicia, JJ, Mimi, and Amador stated that being enrolled
in the AVID elective class has helped them be more organized because of the binders and
learning logs they have to keep. According to the students, the binders are required in the
AVID elective. They are graded by the AVID elective teacher using forms provided to
them in the ―AVID Strategies for Success Teacher Guide‖ (see Appendix B, Appendix C,
Appendix D, and Appendix E). The binders are also used to keep up with daily note
taking, and are organized for a weekly grade.
In line 2c, Norma said, ―in AVID we have a binder that helps me be organized. I
have all my classes in there.‖ In line 5d, JJ stated that having a binder in which he puts all
his things has helped him be more organized in all his classes. Mimi added (line 6b) that
being in the AVID elective class has helped her be more prepared for her classes because
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of the binder she has to have. Mimi said (line 6b), ―in the AVID class we have a binder
and we keep everything in there like my Cornell Notes so now I feel more prepared for
my classes.‖
In addition to the binders, students spoke about learning logs as a way that helped
them become more organized (see Appendix F, Appendix G, and Appendix H for an
example of the learning log handouts provided to students through AVID). Students
described the learning log as a tool in which they write what they learned or did in class.
The students stated that the log helps them keep track of their learning. Alicia indicated
(line 4a) that AVID has helped her be more organized because of the learning logs she
has to keep. Alicia said that the learning logs help her remember what she did in her other
classes just in case she doesn‘t remember. Alicia (line 4c) and JJ (line 5c) stated that
AVID has helped them keep track of what they are doing in their classes. In line 5c, JJ
stated, ―the learning logs have helped me be more organized. And now my grades are
better because I know what I have to turn in and when.‖ JJ also said that his grades are
now better because the learning logs have helped him be organized and he knows what he
has to turn in and when. Amador added (line 8b), ―in AVID I also have a learning log,
it‘s this sheet that Mr. Cuellar gives us and we have to write everything down then he
checks it.‖ Having a learning log in the AVID elective class is good because it helps him
remember everything he has learned.
For students, binders and learning logs they learned to use in the AVID program
became instrumental in their academic program within AVID and the other classes. They
also talked about newly developed note-taking skills.
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Acquiring Note-Taking Skills
As presented in Table 4.4 in lines 2a, 3a, 7a, and 8a, Norma, Jesus, Monica, and
Amador stated that taking Cornell Notes has impacted their academic achievement. In
line 2a, Norma stated that learning how to take Cornell Notes in the AVID elective has
helped her in her other classes. She added (line 2a), ―AVID has helped me in my classes
because now I take Cornell Notes and that helps me stay organized.‖ Jesus indicated (line
3a), ―AVID has made me a better student. In AVID I learned how to take Cornell Notes
and now I take them in all my classes. Teachers say I am doing a lot better because of me
taking Cornell Notes.‖ During the interview Jesus said that he is doing a lot better in his
other classes because of his note-taking skills. Monica added (line 7a), ―we have to have
our Cornell Notes in our binder because they check. Taking notes is good because when I
study I can go back to them.‖ In line 8a, Amador stated that while being in the AVID
elective class he learned how important taking Cornell Notes is. Amador said that this
note taking strategy has helped him pay attention in class to what his teachers are saying.
Students talked about note-taking they learned in AVID as a skill that helped
them in their academic work and in school. They also talked about gaining confidence
and communication skills through activities held in the AVID elective class.

Gaining Confidence and Communication Skills through Activities
The students in this study stated that they did not feel comfortable speaking up
before they were in the AVID program. As depicted in Table 4.4, Rodrigo, Norma, Jesus,
and JJ stated that being in the AVID program has helped them be more confident and
outspoken because of the debates that are held in the AVID elective class. Rodrigo stated
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(line 1b), ―AVID has helped me get good grades and now I get tutorial and work in
groups. It has helped me speak up.‖ Norma added (2b), ―the fact that we have to talk in
AVID is good like in debates. Mr. Cuellar tells us that he‘s not the only one that is
supposed to be talking. We are supposed to talk too, so now I feel comfortable to talk.‖
Norma also said that now she feels comfortable talking in front of others. Jesus‘
statement concurs with Rodrigo and Norma‘s perspective. Jesus stated (line 3c), ―AVID
helps you like every time you do a debate it helps you open up and speak up your
opinions. It gets you ready for like speech because you also have to like talk a lot.‖ Jesus
also mentioned (line 3c) that now he feels ready for speech because he has to talk a lot. JJ
said (line 5a), ―debates are super fun. They have really helped me be more outspoken.
Like now I am not embarrassed to talk or say anything.‖ JJ also mentioned that debates
helped him become more outspoken and confident.
In sum, in analyzing interviews with students and seeking to understand their
perspectives, I identified ―Academic Supports‖ as one of the overarching themes. When
students talked about academic supports received in AVID, they repeatedly mentioned
learning strategies. Learning strategies to which the students referred included
organizational skills, note-taking skills, and confidence builders and communication
skills. Furthermore, the students talked about gaining college knowledge and developing
college aspirations.

The Development of College Knowledge and Awareness
As I analyzed the interviews, I found that students mentioned that the information
about college opportunities presented to them during the AVID elective raised their
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aspirations over time and prepared them for writing essays and filling out college
applications. In table 4.5 I present statements identified through my analysis that led me
to identify topics in relation to academic supports such as college knowledge and college
awareness. I will discuss the subtopics identified in this section. The subtopics included
college preparation and aspirations.

Table 4.5
College Knowledge
Statements Related to Academic
Supports
1
Rodrigo

2
Norma

Main Idea

Topics Addressed

a Before I was in AVID I didn‘t
even know if I wanted to go
to college.

Didn‘t know I
wanted to go to
college

Aspirations

b I didn‘t know I needed to go
to college until now because
of Mr. Cuellar.

Didn‘t know I
needed to go to
college

Preparation

c But now in AVID, Mr.
Cuellar has us do a lot of
things to get us ready for
college.

Get us ready for
college

Preparation

d We study for the SAT‘s, write
essays or look at college
applications.

Write college
essays/look at
college
applications

Preparation

a Well before I didn‘t even
know that I needed to go to
college.

Didn‘t know I
needed to go to
college

Aspirations

b Now that I am in AVID I
know that I need good SAT
scores, references, and need to
write college essays.

Good SAT
scores,
references,
college essays

Preparation

102

3
Jesus

4
Alicia

5
JJ

c I even know how to fill out a
college application now
because of Mr. Cuellar.

Fill out college
application

Preparation

d Mr. Cuellar has explained to
us everything that we need to
go to college.

Explained what
we need to go to
college

Preparation

a AVID shows what you are
going to have to do while
you‘re in college.

What you have to
do in college

Preparation

b My older brother never went
to college and they have to go
work during the seasons so I
want to have a good career
that will help me be more
successful.

Want a good
career

Aspirations

a AVID helps you decide to go
to college. I didn‘t know if I
wanted to go before I was in
AVID.

Decide to go to
college

Aspirations

b I want to be a band director,
but most likely a professional
trumpet player.

Want to be a
musician

Aspirations

a Before I was not interested in
going to college but now that
I have been in AVID I feel I
can do it. Like I feel confident
and that I will actually make
it.

Not interested in
college

Aspirations

b No one in my family has gone
to college you know so if I go
to college would be like
WOW!

First generation
college student

Aspirations

c Like before I didn‘t even
know about college essays. In
the application you always
have to write an essay. I hated
to write but in the AVID

Didn‘t know
about college
essays

Preparation
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elective, Mr. Cuellar has us
write essays for college
applications. He says we have
to get ready and practice our
writing.
6
Mimi

a No one in my family has gone
to college so I really want to
prove to everyone that I can
do it.

First generation
college student

Aspirations

b Being in the AVID elective
helps me be more sure of
myself because I write the
essays and then we talk about
what we want to major in.

Write
essays/learn
about careers

Preparation

7
Monica

a Before I was in AVID I really Didn‘t know
didn‘t know if I was going to about going to
go to college, but now Mr.
college
Cuellar says that he knows we
can do it and I know I can
now.

Aspirations

8
Amador

a I have always known that I
wanted to go to college, but I
never knew all the things I
needed to do for that. Like
now I know I need good
grades, good SATs, to fill out
a college application and
write an essay.

Aspirations

Want to go to
college

Preparation
Need SAT scores,
college
applications, and
essays

Preparing AVID Students for College
In the interviews, some students mentioned that before AVID they were not
aware of what they needed in order to attend college. As represented in Table 4.5, in line
1b, Rodrigo stated that he didn‘t know he needed to go to college until now. According to
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Rodrigo, Mr. Cuellar has played a big role in his college preparation. In the interview
Rodrigo mentioned that his other teachers have talked and encouraged him to go to
college, but Mr. Cuellar was different. In line 1c Rodrigo added that now that he is in
AVID, Mr. Cuellar has them do a lot of things to get ready for college. He explained (line
1d), ―we study for the SAT‘s, write essays or look at college applications that those
things include studying for the Scholastic Aptitude Test (SAT), writing essays, and
looking at college applications.‖ Norma concurs with Rodrigo by adding (line 2b), ―now
that I am in AVID I know that I need good SAT scores, references, and need to write
college essays.‖ Norma stated (line 2c), ―I even know how to fill out a college
application now because of Mr. Cuellar.‖ Norma also said (line 2d), ―Mr. Cuellar has
explained to us everything that we need to go to college.‖ During the interview Norma
said that in the AVID elective she has been exposed to what is needed to attend a fouryear university. Amador also said (line 8a) that he now knows that he needs good grades,
SAT scores, and to write good essays in order to be accepted into college. JJ added (line
5c) that he did not even know about college essays and that now he knows he needs to
write an essay in a college application. He also added (line 5c) that he ―hated to write‖
but in the AVID elective, Mr. Cuellar tells them that they have to get ready and practice
their writing, so JJ writes, ―like before I didn‘t even know about college essays. In the
application you always have to write an essay. I hated to write but in the AVID elective,
Mr. Cuellar has us write essays for college.‖
In line 3a, Jesus specified that ―AVID shows what you are going to have to do
while you‘re in college.‖ Mimi also said (line 6b), ―being in the AVID elective helps me
be more sure of myself because I write the essays and then we talk about what we want to
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major in.‖ During the interview, Mimi said that in the AVID they conduct research on
careers available, present on these careers, and then discuss what career they are
interested in.

Helping Minority AVID Students Develop College Aspirations
During the interviews, a number of students revealed that until they enrolled in
AVID, they had not considered college as an option for them. Jesus is a representative
case of how his life has changed in the AVID program. Jesus indicated (line 3b) that his
older brother never went to college. Jesus said (line 3b), ―I want to have a good career
that will help me be more successful.‖ During the interview Jesus said that his brother is
a migrant worker and that migrant work is his only option because he did not get an
appropriate education nor did he attend college. Jesus also said that his brother‘s situation
has motivated him to want to attend college, and that thankfully, Mr. Cuellar has exposed
him to what he needs to prepare for college. His brother‘s experience has made Jesus
want to succeed and aspire to go to college.
Rodrigo also revealed (Table 4.5, line 1a) that before being in the AVID program
he didn‘t know he wanted to go to college. Norma agreed with Rodrigo by adding (line
2a), ―well before I didn‘t even know that I needed to go to college.‖ During the interview,
Norma said that Mr. Cuellar has encouraged her to go to college, and told her what she
needs to do to get there. Norma also said that now that she is in the AVID elective she
has a desire to attend college. The students talked about (Table 4.5) how the AVID
program has directly impacted their college knowledge and aspirations.
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Two Major Themes Identified Through Multi-Level Analyses:
Interpersonal and Academic Supports
In analyzing the interviews to gain insider understandings about student
perspectives about AVID, I used a four-level process of analysis. This analytic system
enabled me to delve progressively in more depth into what the students were saying. By
analyzing interviews one by one and then examining common themes across student
perspectives, I was able to use part-whole, whole-part ethnographic principles to identify
two overarching themes and their subcategories. The two themes were ―Interpersonal
Supports‖ and ―Academic Supports.‖ In this section I present major findings for each
theme. For interpersonal supports I found that students formed personal bonds with their
AVID classmates and elective teacher. Academic supports the students repeatedly
mentioned were learning strategies and college knowledge.

Findings Related to Interpersonal Supports
In most of the interviews, when students referenced their AVID experiences, they
compared it to a family because they were part of a cohort and had been together for the
past two years. They developed personal bonds with their AVID classmates and with
their elective teacher. The personal bonds that the students formed with their teacher and
classmates encompassed important aspects of their social integration, thus adding to their
social capital.
The students referenced their close connections with their AVID peers from
Walter High School. They considered each other family because they found a sense of
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belonging in the AVID elective. The students in this study also reported to have strong
friendships with their AVID classmates. Students described these friendships as having
siblings in the AVID elective. This finding about friendships is consistent with Watt et
al.‘s (2008) study in which students shared personal reflections on friendships and stated
that having those friendships made them want to stay in the AVID program. In this
analysis I found that the students formed friendships with each other that they thought
were not possible.
Students found encouragement and support from their AVID elective teacher, Mr.
Cuellar. In the interviews, students described Mr. Cuellar as a teacher who has high
expectations for them and always expects them to be successful. Mr. Cuellar guided the
students and provided them with information in helping them set goals and believe that
they can be successful. Mr. Cuellar‘s actions provided students with the social capital
needed to be successful in school.
Another important factor that I identified while analyzing the transcribed data was
the mentoring students received from their AVID elective teacher, Mr. Cuellar. Mr.
Cuellar acted as a mentor who constantly expected the best from them. This finding
substantiates previous research that AVID is connecting students with individuals (AVID
elective teacher) who act as mentors (Mehan et al., 1996). Mehan and Hubbard‘s (1999)
and Mehan et al.‘s (1996) studies found that the AVID program enabled students to enter
college by providing interpersonal support, rather than a specific curriculum. The
students I interviewed talked about the continuous support they received from the AVID
elective teacher. They considered him a mentor because he constantly monitored their
social and academic progress.

108

In sum, while I analyzed the transcribed interviews I found that students‘ high
school experiences were shaped by interpersonal supports of AVID classmates as family,
the AVID elective teacher, and teacher mentoring. The family atmosphere in AVID has
helped students develop positive perspectives on their high school experiences of AVID.

Findings Related to Academic Supports
Analyzing the data led me to conclude that the students credited their academic
improvement and success to the learning strategies acquired in the AVID elective. In
addition, I found that the college knowledge they received in the elective also helped
raise their college aspirations.
In the interviews students stated that specific learning strategies such as notetaking, organization, confidence builders, and communication skills were significant to
them because they allowed them to become more successful in their academic courses.
When I asked students, ―What impact has AVID had on your education?‖, students
mentioned that AVID has helped them acquire learning strategies that have impacted
their education in a positive way. By making connections between these new skills and
their better grades and success in school, the students marked the learning strategies of
AVID as important academic supports.
Being in the AVID program and utilizing the skills/strategies taught in the AVID
elective has helped the students with their organizational skills. Two specific strategies
mentioned by the students were the AVID binder and learning log. Having a binder
helped them become organized in their other academic courses. In addition to the binder,
to promote their organization skills, students were introduced to learning logs that
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strengthened their organizational skills even more. The students also give credit to the
learning logs for their academic improvement.
While analyzing the data I found that the students (Norma, Jesus, Monica, and
Amador) said that AVID has helped them academically because of the note-taking
strategies they acquired in the AVID elective. The excerpts of the student interviews
indicate that they use Cornell Notes across their academic subjects.
Students repeatedly mentioned that the debates held in the AVID elective also
helped them build something that they did not have before, confidence and
communication skills. They also mentioned that the debates also benefited them in their
academic courses and not only in the AVID elective.
In the analysis I found that the students talked about learning about college,
college requirements, and raising their college aspirations in the AVID elective class at
Walter High School. Student statements about ways AVID helps them envision and
prepare for college indicate that being in the AVID program has helped them learn about
the requirements to attend college and it has raised their aspirations to attend college.
According to Rodrigo, Norma, Jesus, Alicia, JJ, Mimi, Monica, and Amador,
participation in the AVID program has helped them feel better prepared to go to college.
The students in this study said that due to the college-related activities and conversations
with their AVID elective teachers they felt prepared for college. They stated that after
being in the AVID elective they learned that some of the things they need are good
assessment scores, references, and college essays. This finding supports Watt et al.‘s
(2009) study that suggests that the AVID curriculum was specifically designed to prepare
these students for college enrollment.
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Based on interview data of the AVID students, prior to AVID, they did not have
the college knowledge. The students in this study have developed college knowledge in
school. The AVID elective teacher has served as an institutional agent for the students.
Mr. Cuellar provided students in the AVID elective class with knowledge-based
resources, including college requirements and information about college and careers.
In summary, major findings indicate that students in this study received academic
supports through learning strategies including the note-taking skills, organization skills,
and confidence and communication building skills. In addition to those strategies, the
students also mentioned that in the AVID elective they received college knowledge and
also began to develop college aspirations.

Findings Summary
The AVID elective is the centerpiece of the AVID program where students learn
about study skills, receive academic support, and collaborate as team members with their
teacher and classmates. The AVID elective teacher becomes an advocate for the students
enrolled in the AVID elective throughout high school. The AVID elective teacher helps
students develop goals for high school and college. These findings showed me that
students view their experiences in the AVID program as positive.
The students shared with me their perspectives about interpersonal supports and
academic supports in the AVID elective. The AVID program was meaningful for these
students because most of the supports in AVID were supports they had never received.
While the goal of AVID is to promote underrepresented students to become collegegoing students, through my analyses I provided evidence that the students developed
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much more than college aspirations. AVID provided students with valuable experiences
beyond the goals of the program. In the analyses of data I found that from the
perspectives of the students in this study, AVID is a life changing program. Being
enrolled in the AVID program changes not only students‘ experiences but also their
perspectives about school, their peers, relationships, themselves, and their futures. The
students talked about their relationships with their AVID classmates and teacher and
considered them family. Additionally, the students talked about the college knowledge
and college aspirations they gained.
As mentioned earlier, AVID seeks to produce college-going students, but in this
study the students shared that they formed relationships with teachers and classmates that
they had never formed nor did they think possible. Students gained confidence through
the academic skills they learned. The students‘ newly learned skills have given them the
confidence they need to be successful in school and in the world. The positive
experiences have made these students see themselves as confident and intelligent
individuals who can be successful in any context. Another important finding is the
development of college aspirations. Through college knowledge and teacher support, the
students in this study now aspire to go to college.

Chapter Summary
Analyzing the series of interviews using a four-level process of analysis allowed
me to obtain a deeper understanding of AVID students‘ perspectives on their experiences.
The themes discussed represent the most common findings relating to the research
questions.

112

The data presented in this chapter clearly suggest that the AVID program has a
direct impact on the experiences of AVID students at Walter High School. Findings
indicated that students acquired social and cultural capital through the interpersonal and
academic supports they received. The data revealed that interpersonal supports that
played a major role in the students‘ experiences were the role of their classmates and the
teacher in the AVID elective. In addition, academic supports that were meaningful to the
students included learning strategies and the development of college knowledge and
college aspirations. The next chapter presents the interpretation about what the data
indicate about the student‘s views of their experiences in the AVID program.
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CHAPTER V. DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS

The purpose of this study was to examine how students view their experiences in
the AVID college readiness program. This final chapter presents a synthesis of findings.
In this chapter, I provide a synthesis of this study‘s first four chapters. I then discuss the
findings through a social and cultural capital lens. Furthermore, implications of these
findings are discussed. Lastly, I make recommendations for further research and draw
conclusions.

A Look Back at Chapters I, II, III, and IV
In chapter one I introduced my study and my interest in AVID, and the
problem statement. In discussing the context and the research problem, I reviewed
information on the underrepresentation of Hispanic students in higher education, how
they are affected by deficit thinking views, and their alarming dropout rates. I also
described the AVID program, how and why it was established, its goals, student selection
criteria for AVID, the AVID curriculum, and how the program challenges tracking and
deficit thinking views. I then discussed the purpose of the study and the research
question. I also briefly introduced the theoretical lens used in this study, social and
cultural capital and described the research approach.
The AVID program aims to identify those students in the academic ―middle‖ and
transform them into high achieving, college bound students. There have been numerous
studies about the AVID program regarding the quantitative success of the program in
raising student scores on standardized tests, college acceptance rates, and college

graduation rates (Mehan et al., 1996; Guthrie & Guthrie, 2000; Cunningham et al., 2003).
However, still absent from these studies was an ethnographic perspective about the
students‘ experiences. The main objective of this study was to explore how AVID
students view their experiences in the AVID program.
In chapter two, I reviewed literature related to the AVID program. Available
literature on the AVID program focuses on college preparatory programs available to
high school students, educational aspirations of high school students, and issues related to
social and academic supports including the AVID elective teacher, academics, college
knowledge, and parental involvement. I also discussed the theoretical framework that
grounded this study, social and cultural capital theory. Social capital refers to the access
of supports, networks of influence, relationships, and gaining group membership.
Cultural capital includes acquiring forms of knowledge, skills, education, and the
advantages a person has in society. These advantages include having access to different
activities including visiting educational institutions, language skills, and college
information.
The second chapter concluded with the connection of the theory to the research
questions in this study. According to Stanton-Salazar (1997) in order for minority
students to adapt to the challenging academic environment, it is necessary to provide
students with the educational and social support necessary. Utilizing a social and cultural
capital framework assisted in understanding the high school experiences of AVID
students.
The next chapter, chapter three, included an explanation of the methodology and
procedures employed in the study. In order to investigate the insider perspectives of how
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students viewed their experiences in the AVID program, I adopted an ethnographic
perspective (Green & Bloome, 1997) for collecting and analyzing data. In chapter three I
also provided a descriptive table of the profiles of the eight students (Table 3.1). Next, I
described data collection methods which included semi-structured interviews (Kvale &
Brinkmann, 2009; Merriam, 2009) with eight students participating in the AVID program
at Walter High School, a large high school in a border town in South Texas.
Furthermore, in chapter three I described the four-level process of analysis
employed to uncover the specificities of how students view their experiences in the
AVID program. The analyses were grounded in an ethnographic perspective which
enabled me to investigate the insider perspective through analyzing part-whole
relationships and carrying out contrastive analyses of data. The first level of analysis
included reading, re-reading, and transcribing interviews (Lapadat & Lindsay, 1999) into
sentence level units which allowed me to review each statement the students made in
detail and to locate those statements in the context of the whole of the interview content.
In the second level of analysis I used the transcribed statements and added three columns:
main idea, details, and possible topics. In the third level of analysis I utilized terms in the
possible topics column from the previous analysis level and created a ―topics of
frequency‖ table (Table 3.4). This table was used to categorize topics into themes.
Through these levels of analyses I identified two overarching themes: Interpersonal
Supports and Academic Supports.
From these themes I then conducted whole to part analyses to identify
subcategories (Table 3.5) that constituted the whole of the bigger theme. The
subcategories identified for interpersonal supports were AVID classmates considered
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siblings, AVID elective teacher as a parent, and AVID elective teacher as a mentor. For
academic supports, the categories identified were learning strategies and college
knowledge. Employing multiple analytical levels allowed me to carefully analyze data
part to whole and whole to part to identify the relationships between individual student
statements and overarching themes as well as the relationships between student
statements within the interview as a whole for each student. Analyzing sections of my
data one at a time and following a systematic process of analysis allowed me to get to
know my data and one step at a time continue to uncover information about perspectives
students were revealing. As I conducted each level of analysis I found that it was
necessary to continue analyzing data to obtain more in-depth information about how
students viewed their experiences in the AVID program.
In chapter four I analyzed the data and presented the findings of the study. Key
findings discussed in chapter four included interpersonal and academic supports.
Interpersonal supports included the AVID elective teacher and the AVID classmates. The
students described the AVID elective teacher as a parental figure and a mentor. The
students stated that they felt the AVID elective teacher truly cared for them. They
considered the AVID elective teacher to be a mentor because he monitored their grades,
gave them academic advice and help and were held to high expectations. The students
also described their classmates as family and compared them to siblings. The students
described their relationship with other students in the AVID elective classroom to be
comforting, trusting, and helpful. Academic supports that I identified by analyzing
student interviews focused on learning strategies, including organization, note-taking,
confidence builders, and communication skills. The students also repeatedly mentioned
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the importance of college knowledge/awareness, college preparation, and the
development of college aspirations.

Findings and Interpretation
In chapter four I presented an analysis of the data of how students described their
experiences in the AVID program. In the analyses of data I found that from the
perspectives of the students in this study, AVID is a life changing program. Being
enrolled in the AVID program not only changes students‘ experiences but their
perspectives about themselves and their futures. Students began to see themselves as
intelligent and capable individuals. They also gained college aspirations after receiving
college knowledge and support from their AVID elective teacher.
The students had shared that previously they had felt that they were low average
students, but after they were recruited to the AVID program they started seeing
themselves as intelligent and successful. This change in perspective confirms the success
of AVID program‘s goals to ―motivate and prepare students from underrepresented
linguistic and ethnic minority groups or low-income students of any ethnicity to perform
well in high school and seek a college education‖ (Mehan et al., 1996, p. 14). The
students felt that being enrolled in the AVID elective has made them better students.
They are all minorities from a low socioeconomic family, have been academically
overlooked, and most are first-generation students. They are students who are in the
―middle‖ of their class but need some help to succeed and aspire to go to college, thus the
supports made available to them through the AVID program are valuable in shaping their
high school success and college aspirations.
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In the theoretical framework that guided this dissertation, I have proposed that
social and cultural capital play an important role in the high school experiences of
students enrolled in the AVID program. Bourdieu (1977) and Coleman (1990) suggest
that social and cultural capital are affected by each other. Monkman et al. (2005) claimed
that cultural capital is acquired through social networks when one invests his or her social
capital. The same time, investment of cultural capital is needed to acquire social capital.
The findings in this study demonstrate that the cultural resources (cultural capital) the
students in AVID gained were transmitted via social networks (social capital) (Monkman
et al., 2005).
Figure 5.1 illustrates the findings related to social and cultural capital. As seen in
the figure, in the analyses of data I found that students gained interpersonal supports
including their elective teacher and peers. These findings represent the social capital the
students gained in the AVID elective. As represented in the figure, the social capital was
utilized to gain academic supports including learning logs, debates, Cornell Notes, and
the binder. These academic supports represent the cultural capital gained by the students
in the study.
The two forms of capital are distinct but interrelated. Aspects of AVID which
shaped the development of both social and cultural capital included college knowledge,
college aspirations, and high expectations. In the following section I use the social and
cultural capital theories to discuss and interpret the findings of the two overarching
themes, interpersonal supports and academic supports.

119

Figure 5.1. Social and Cultural Capital Related to the Findings
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Interpersonal Supports
Through the lens of social and cultural capital theory I discovered that when
students talk about interpersonal supports, they talk about new ways of gaining
educational access that have not been available to them. The participants readily
described the relationships they developed with their teachers and classmates that helped
them navigate through their high school years. These relationships increased students‘
social capital. This increase to capital included a family-like atmosphere, gaining
confidence through a positive classroom environment, and the teacher as an institutional
agent and mentor.

Forming Positive Relationships with Teachers and Classmates who Acted as Institutional
Agents
The concept of institutional agent, developed by Stanton-Salazar (1997, 2001,
2010) is central to the findings of this study. The students shared that they formed
relationships with teachers and classmates that they had never formed nor did they think
possible. In this study teachers and classmates as institutional agents provided a venue for
social interactions and relationships for forming social networks.
The interpersonal ties formed with the institutional agents through advocacy, high
expectations, encouragement, and exposure empowered students to become members in
society with social and cultural capital which is essential for social integration and
success. When students acquire social capital through relationships, those relationships
convert into socially valued resources and opportunities (Stanton-Salazar, 2010). The
resources and opportunities students did not have before but have constructed through
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AVID, places them at an equal stance as other students who already have social and
cultural capital. The students can leave school with enough capital such as resources,
relationships, knowledge. This helps mediate the reproduction of inequality (Bourdieu,
1977). The relationships the students described have helped them gain the necessary
resources and the social supports they need in other settings not just in school. The
students have gained resources such as organizational and communication skills that are
transferable beyond high school.
Additionally, the students also developed cultural networks with their AVID
classmates. AVID students can identify with each other because they are all students who
are capable of succeeding with the necessary supports. Students shared the same goals in
their AVID elective. The dimensions of student relationships with other students included
family-like ties that allowed the students to feel comfortable with each other and to trust
each other.
The students have been supports for each other. They have been able to work
together to achieve things that were difficult to achieve by themselves, including
navigating through high school, the curriculum, and eventually through the college
process. The students in this study have developed the necessary tools to overcome
obstacles they may encounter in and out of school. Building cultural capital networks
with students who need the same skills and resources has made the students‘ relationships
stronger and has made them capable of working as a group or team.
Being in the same class for several years has allowed the students to draw on each
other and together overcome the barriers they face. The students in the AVID program
have many commonalities such as socioeconomic status, ethnicity, and most importantly
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they all benefit from having someone to work with them in constructing the social and
cultural capital necessary to become productive citizens in the community. The students
mediate for each other and encourage each other to succeed. The personal connections
the students have made with each other have promoted a family-like environment.

Family-Like Atmosphere and Positive Environment Lead to a Sense of Comfort and
Belonging
The students mentioned that the being in the AVID elective was like being with
family. The students felt comfortable with their classmates and with their teacher. They
stressed that the AVID program made them feel comfortable at school due to the familylike atmosphere in the elective classroom. This finding is consistent with Watt et al.‘s
(2007) study, in which the researchers claimed that the family-like atmosphere in AVID
was crucial for student‘s academic and social success. Because the students are in the
same cohort for their four years of high school, they develop a relationship with the
AVID elective teacher, have positive peer models, and learn from both their classmates
and teachers (Watt et al., 2007).
They are students who had been overlooked in the past, and now feel that they
belong within the culture of the AVID program they helped create. They are no longer
overlooked in school either, since they belong with each other and with a program that
promotes their success. The students talk about being able to transfer this feeling of
comfort and belonging to their other academic classes and to being successful. Gándara
and Bial (2001) found that the beliefs of underrepresented students and their sense of
belonging at school (Stanton-Salazar, 2001) had a significant impact on the academic
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achievement of these students. According to Watt el al. (2008) ―this feeling of belonging
is important for underrepresented groups in their decisions to stay in school and develop
the skills needed to pursue higher education‖ (p. 33). It is evident from this study‘s
findings that by being in a family-like classroom, the students have become comfortable
in school and have developed a sense of belonging that helps them succeed.

Gaining Confidence through a Positive Classroom Environment
The students benefited from an environment that builds on and integrates their
cultural capital. For students in this study, the positive environment reflected in the
curriculum allowed students to help them interact with others in the school‘s social
environment. The students gained cultural capital through the debates conducted in class.
Debates for AVID students were a way in which a positive environment was
developed overtime. Students also talked about the debates helping them develop
confidence and encouraging them to speak and participate in class. Working in groups
with their classmates has also allowed the AVID students to overcome their fears of
speaking up. According to Nelson (2007) speaking up will enable students to develop
communicative skills needed for success in academic and social environments. Receiving
social capital including assistance in navigating the different ways of succeeding in an
academic environment puts students who were considered to be disadvantaged at the
same level as their peers who acquired that capital from home.
In sum, AVID provides students with knowledge and perspectives beyond those
of the program goals. The students built the confidence to develop relationships and to
find ways of working with others to accomplish individual and group success. Having
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had opportunities to build relationships with their peers and teachers, and having
participated in actively constructing the AVID elective classroom‘s culture of success,
students see themselves as confident and intelligent individuals who can be successful in
any context.

The Importance of a Teacher as Institutional Agent
The positive environment provided by a teacher in the classroom is crucial in
developing the social integration of students into the rest of the school and the world.
Teachers can provide positive classroom environments to students, in this way enabling
them to develop social networks and integration that can help them succeed. Mr. Cuellar
acted as a key institutional agent in the social networks of the AVID students and played
a determining role in helping them gain access to capital. Having a teacher as an
institutional agent who assists students in the navigation of mainstream institutions in
school or out of school helps students make connections within and between social
networks. This aids students in acquiring information that otherwise might not be
available to them.
Schools are one way of providing students with access to the elements of social
networks which include institutional agents, academic skills, and network ties (StantonSalazar, 2001). Underrepresented students need institutional agents who care for them
and advocate for them, as well as assist them in the navigation of mainstream institutions
in order to acquire information about programs, career-decision making, college
admission, role modeling, and emotional, and moral support.
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In discussing social and cultural capital theories, Stanton-Salazar (1997)
explained how institutional agents can build a ―social freeway‖ to help develop the
students‘ social capital. This ―social freeway‖ serves as a road for students that helps
them get from not having sufficient capital to acquiring necessary social and cultural
capital as they travel along that road. According to Stanton-Salazar (2001), social
integration ―views student variations in academic learning, intellectual development, and
persistence to degree completion as dependent on a student‘s level of personal
engagement or social integration into the social and intellectual fabric of the school‖ (p.
13). Mr. Cuellar provided this social integration for the students by acting as a parental
figure, mentor, and creating an environment in which students considered each other
family. Most of the students I interviewed had never had a positive relationship with a
teacher in the past.

Mentoring as Social Capital
According to Stanton-Salazar (2001) the AVID program attempts to connect
minority students to social networks and provides underrepresented students with the
social capital that economically advantaged students receive from their parents. The
support the AVID elective teacher has provided for the students in this study has been
meaningful to the students. That support led students to believe that they can enroll in
college and be successful. This finding is consistent with Stanton-Salazar‘s (2001) study
in which he found that the AVID program, ―primarily through the advocacy of the
teacher, was able to connect students to an academic future that changed their lives in
very positive and lasting ways‖ (p. 162).
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One specific teacher support mentioned by students was that in Mr. Cuellar they
had someone who acted as a mentor for them. Stanton-Salazar (2001) claimed that the
AVID elective teacher takes on the role of a mentor, coach, and cheerleader for the
students. Literature shows that mentoring and the development of individualized
relationships between students and teachers (Noeth & Wimberly, 2002; O‘Connor, 2000)
enables the development of school-based social capital needed for student academic
success. Gándara (1998) concluded that teachers play an important role in a student‘s
education and in providing adequate support as well as believing that their students can
be academically successful. Mentoring and monitoring of student progress appears to be
a critical component of successful programs such as AVID (Tyler & Lofstrom, 2009). By
having teachers act as mentors, students in the AVID program are becoming
academically successful. Having someone in school who supports the students and
provides them with capital is important because they are exposed to a socialization
process that promotes the same strategies and resources students in middle and upperclass receive.

Summary
As the results in this study demonstrate, providing ways for students to form
relationships with each other and with their teachers influences their schooling
experiences in positive ways. Teachers can serve as institutional agents and mentors who
share cultural norms and resources with their students. Having a teacher as an
institutional agent in school opens many doors for students.

127

Academic Supports
According to Stanton-Salazar (1997) developing social capital is not only learning
the technical skills but also requires making sense of the system. The students I
interviewed required ―social scaffolding‖ and teachers to ―explicitly teach the aspects of
the implicit classroom culture and hidden curriculum of the school‖ (Mehan et al., 1996,
p. 81). When Mr.Cuellar provided explicit instruction in study skills or college
requirements, he made visible for students ways to be successful in school. In talking
about what supported their academic success, students talked about acquiring learning
strategies such as note-taking and organization skills.

Learning Strategies
Being enrolled in AVID helped students to be successful in their classes due to
the learning strategies acquired in the AVID elective. These strategies have been
recognized in literature (Mehan et al., 1996) as an important academic support in the
AVID program. A study conducted by Mehan et al. (1996) indicated that ―among the
most visible social supports in AVID classrooms is the teaching of test-taking strategies,
note-taking, and studying strategies‖ (p. 4). The students marked the learning strategies
of AVID as important academic supports which helped them make better grades and
become more successful in school. Academic supports which, according to the students,
increased their academic success included the Cornell Notes and the AVID binder. These
newly learned skills have impacted their high school career in a positive manner.
Acquiring learning strategies which include note-taking skills (Cornell Notes)
helped students become academically successful. Additionally, organization skills
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including having a binder in which students document everything they do is a skill that
they can continue to use when they exit school. The students did not hold these skills
before enrolling in the AVID program.

College Knowledge and Aspirations
Another academic support I found through analyzing data was the college
knowledge and aspirations the students developed in the AVID elective classroom.
Analyzing the interviews revealed that being enrolled in the AVID elective has helped
students feel prepared to attend a four-year college and develop college aspirations.
Accessing the information related to the preparation necessary for college
readiness is one of the greatest barriers for minorities (Adelman, 1999; Strong American
Schools, 2008). Attempting to address the issues raised by theorists including social and
cultural capital (Bourdieu, 1990), educators have tried to respond to the plethora of
challenges faced by low socioeconomic minority students as they navigate high school
and prepare for college.
Since minorities are less likely to have adults at home to help shape their collegeplanning activities, students need to rely on their school networks. School networks
include teachers with collegiate experiences who can supplement familial and local
networks that have limited collegiate experiences (Farmer-Hinton, 2008). Findings
indicated that being in the AVID program helped students increase the opportunities to
consider attending a four-year university. The students developed a positive attitude
toward high school and higher education. They have learned what the requirements are
for entering a four-year college and how to go about fulfilling such requirements.
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Previously they had never been provided with the support services needed to attend
college, but now they see that college is a possibility for them.
The students gained the capital to navigate through the college process. From the
students‘ perspectives, activities including college application support, study skills, and
information needed to prepare for college have helped them to develop aspirations to
attend college. According to Gándara (2002) and Freeman (1997) students enrolled in
programs like AVID have higher aspirations than students who did not participate in a
college readiness program.
The students attributed most of the college preparation and aspirations to their
AVID elective teacher, who supported them throughout their high school experience and
college preparation process. The teacher served as a mediator for students as they
embarked on the process of going to college (Mehan, Hubbard, Lintz, & Villanueva,
1994). The students in the interviews expressed their gratitude and relief that they had
someone who facilitated the process by helping them raise their desire and aspirations to
attend college.
College education is required for individuals to be accepted by different
institutions in society. Exposing students to college culture prepares them to graduate
from high school with the college knowledge and aspirations needed to want to continue
their education. As the students in this study demonstrated, students who acquire the
necessary social and cultural capital believe in themselves and aspire to do better than
before.
According to Delpit (2006) college knowledge represents the culture of power for
first-generation college bound students. These students have been taught how to access
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the cultures of powers explicitly by Mr. Cuellar, the AVID elective teacher. Being told
explicitly the rules of a culture makes acquiring power easier (Delpit, 2006). Mr. Cuellar
gave these students an understanding of what is needed to attend college and helped them
develop the aspirations to attend college. Students know what they need and credit Mr.
Cuellar, for sharing with them that college knowledge. Mr. Cuellar provided the students
with the ―culture of power‖ needed for college, thus the students in this study will leave
high school knowing what is necessary instead of being unaware of the college culture.
Without the support and guidance of the AVID elective teacher, the students in this study
perhaps would not have learned what was necessary to attend college. Additionally, they
might not have begun to believe in themselves and develop college aspirations. The
AVID program provided the necessary academic supports to reenvision their possibilities
and futures.

Summary
The academic supports students received have enabled them to participate in
mainstream settings and be academically successful in school. The students shared that
they felt more successful after being provided an opportunity to participate in the
development and acquisition of the social and cultural capital that they did not have
before enrolling in the AVID program. This capital included the exposure to learning
strategies that helped them raise their academic grades.
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Findings Summarized
In this study, participants came from a low socioeconomic environment that has
limited the kinds of social relationships to which they had access. Providing students
access to social and cultural capital allows students to share that capital with others and
continue to construct individuals with capital. Social capital theory argues that the
amount of capital possessed by an individual is dependent on the size of the network
connections that can be effectively mobilized by those individuals (Stanton-Salazar,
1997). Students can build on the knowledge they have developed through AVID and can
give back to society by becoming capable individuals who hold social and cultural
capital.
The AVID program helped students in the middle gain access to social and
cultural capital that they did not have before, in this way bridging the achievement gap
for low socioeconomic minority students. The students became aware of their academic
norms, expectations, and ways of acting and being that promoted their academic success
and social relationships. These students have gained the desire to be successful and have
started to believe in themselves. Being in the AVID program has made the participants in
this study feel that they can do it. All they needed were the tools that the AVID program
provided. Participating in AVID gave minority students similar resources as their upper
or middle-class counterparts have available. These resources include an institutional
agent to guide them, academic skills, confidence, and awareness of college and how to
apply for college. These resources have helped mediate the social reproduction of
inequality (Bourdieu, 1986). Students can go and share this capital with others and
perhaps even become institutional agents themselves.
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Contributions
This study provides insights for addressing the issues of minority
underrepresentation, deficit thinking, dropout rates, and achievement gap. First, helping
minority students develop college aspirations, exposing them to college requirements and
supporting them through the college application process can decrease the
underrepresentation of Hispanic students in higher education. The findings in this study
show that when students receive social and academic supports, higher education becomes
an option for all students.
Additionally, the findings challenge the deficit thinking views about minorities
and demonstrate that students can succeed regardless of their background, socioeconomic
status, and/or ethnicity. As stated in chapter one, this study does ―pull the rug out‖ from
the assumption that minorities cannot do well academically (Mehan et al., 1996, p. 54).
This study also informs ways of addressing dropout rates of minority students.
Programs like AVID can be implemented to address the dropout problem. The findings
show experiences in AVID have positively impacted the students‘ decisions to stay in
school. The students created relationships and found a sense of belonging in the AVID
elective. In turn, this environment shaped their beliefs about themselves and their
academic capabilities in positive ways.
Through examining student perspectives I have demonstrated that the AVID
program‘s strategies help create conditions to succeed for students. Students mentioned
that they began to do academically better in their classes thanks to the strategies learned
in the AVID elective. Implementing strategies that support student academic
development is one way to begin closing the achievement gap. Schools that may not have
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the funding to implement the whole AVID program can begin by implementing the
strategies of teacher advocacy, learning strategies, and college knowledge.
These findings could not have been visible by just looking at the AVID program,
which is what many quantitative studies have done. Examining students‘ perspectives
allowed me to see what students value and how they develop the social and cultural
capital that shapes their academic and personal success.
My findings indicate that the AVID elective promotes more than academic
achievement; most importantly it is about the students. Far beyond the program goals are
the feelings students develop about themselves and community. This group of students
were alone, disenfranchised, and had been overlooked. What they have experienced in
the AVID elective has allowed them to feel valued because there is someone who follows
up on their progress and cares for them.
Understanding student perspectives may provide ways of seeing possibilities for
changing the educational system that produces the dropouts and achievement gaps
scholars and educators have been discussing and trying to address for decades. Had I not
asked students about how they see their experiences in AVID, I would not have become
aware of how important are the relationships and supports students develop in high
school.

Implications for Policymakers and Educators
There are three implications that can be drawn from the results of this study. The
first is related to teacher support. The second implication includes recommendations for
ways of closing the achievement gap and reducing student dropout rates. The final

134

implication is related to what using an ethnographic perspective in a semi-structured
interview study can help make visible.

Teacher Support Positively Impacts Students
The findings of this study support prior research that the AVID program works to
move underrepresented students into a more successful academic environment. The
AVID elective teacher, from the students‘ perspective, is the cornerstone in helping
students develop the social and cultural capital needed for success in school and beyond.
By demystifying academic skills and showing students innovative ways of note-taking
and how to organize their work, teachers can help students become more strategic and
successful learners. When teachers support students, focus on student strengths, and work
with students to construct cultural knowledge of academic and social success, teachers
help students create and imagine possibilities for success in high school, in college, and
beyond.
Teachers play an important role in student school experiences. Teachers can help
underrepresented students navigate through high school by being supportive, forming
relationships with their students, and serving as parents, mentors, and role models.
Teachers, who, like parents, encourage students, monitor their progress, and talk with
them, can provide minority students with interpersonal relationships that drive their
success. Similarly, teachers build relationships with students when they act as mentors
and make themselves available to listen and talk to the students about their personal and
academic concerns. These relationships become instrumental in enabling students to
develop relationships with their peers and to form a community of learners. Such
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relationships and communities, of which a teacher is an important part, help students
develop feelings of comfort, trust, and belonging in the school. In this way, a student who
sees himself or herself as part of a larger social network of class or school is more likely
to stay in school and become successful.
The students in the AVID program talked extensively about Mr. Cuellar, their
AVID elective teacher, whose support throughout high school has opened doors for them.
What the student emphasis on one teacher indicates is that sometimes all it takes for
students to reenvision themselves and their academic achievement is one teacher who
expresses an interest. While not all teachers can invest the kind of time and effort Mr.
Cuellar devoted to all his students in the AVID elective, any teacher can have an impact
on any one student, if a teacher took the time to listen and reach out.

Closing the Achievement Gap and Reducing Dropout Rates
The dropout crisis and the lack of college readiness programs in the U.S. schools,
particularly those schools with a majority of minority students, are pushing students away
and are not providing resources that might allow them to graduate and continue to higher
education (Kozol, 2005). The findings of this study provide insights for one way that the
achievement gap can be closed. Schools can identify those students in the ―forgotten
middle‖ who are capable of succeeding (Swanson, 2005). These students can be placed in
a college readiness program such as AVID, in which supportive teachers act as
institutional agents and help students develop the social and cultural capital they need to
succeed in school and in life. By devoting attention and efforts on the ―middle‖ students
who can succeed with appropriate supports, schools can minimize the dropout rates and
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close the achievement gap for those students. These students in the ―middle‖ constitute
the majority of high school students. By supporting students through programs such as
AVID or through intentional efforts that help minority students develop social and
cultural capital, schools can encourage students to commit to wanting to do well in their
classes and stay in school.
The importance of using strategies that help students develop note-taking,
organizational, and communication skills emphasized by students in my study, points to
the need for schools to promote the use of such strategies across grade and content levels.
Investing time and systematic efforts in promoting and teaching strategies and ways of
thinking that help students navigate the schooling and assessment systems, schools can
enable students to take ownership of their learning and their decisions for academic
success. Students who feel supported in the school are less likely to drop out and more
likely to do better academically. Student perspectives in this study reveal the importance
of having programs that focus on student success. Even if schools do not adopt the AVID
program, schools can utilize the strengths of the program to improve the academic
achievement of their underrepresented students. This can be done through individuals and
activities that promote social and cultural capital.

The Advantages of Conducting a Semi-Structured Interview Study from an Ethnographic
Perspective
The final implication is that using an ethnographic lens in conducting
semi-structured interviews enables the researcher to gain an insider (emic) perspective of
the students‘ views and experiences, and how they make sense of those experiences.
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Enabling people to talk in interviews, in which their perspectives are the key focus,
provides research participants an opportunity to tell their experiences. Using semistructured interviews with students who are in the middle of their class and who have
possibly been overlooked, can make these students feel flattered that someone is
interested in their lives and perspectives (Patai, 1993). When individuals know that
someone is interested in their perspectives and experiences, they gain confidence.
Interview research can enable students to see themselves as contributors to knowledge
and to gain more confidence because their perspectives matter to someone (Patai, 1993).
Their perspectives can become a source of encouragement for them. Talking to an
outsider about their experiences also enables participants to compose their lives (Bateson,
1989), create coherence for their perspectives (Linde, 1993), and to envision their present
and futures in different ways. Patai (1993) argues that ethnographic and qualitative
interviews can enable individuals to become aware of their paths in life and to reflect on
these paths. Understanding student experiences from their point of view has enabled me
to see their pathways as they have gone through the AVID program, what they have
experienced, and how their background has influenced their opportunities in the AVID
program and beyond. In the case of my student participants, the interviews may have
validated their success and college aspirations and may have helped them to see
themselves as college-going students.
This semi-structured interview study from an ethnographic perspective enabled
me to listen to the students and build an understanding of AVID based on their ideas.
Hearing student perspectives is important if educators are to implement changes that
affect the lives and academic success of the students. After all, as Merriam (2009)
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argued, ―research focused on discovery, insight, and understanding from the perspectives
of those being studied offers the greatest promise of making a difference in people‘s
lives‖ (p.2). Listening to what the students revealed about their experiences in the AVID
program, enabled me to identify what the students deemed the most important supports.
By identifying what works for the students, from the students‘ point of view, researchers
can help schools and educators streamline their efforts to impact larger groups of
students.

Summary of Implications
The aforementioned implications demonstrate that there are multiple ways to help
students succeed. Implementing some of these recommendations can aid educators and
policymakers in focusing on how to better serve the needs of all the students in the
educational system, specifically those students who are underrepresented in higher
education. By understanding the experiences and needs of students, it is possible to find
ways to better serve them. Looking at strategies and programs that work for minority
students can lead to developing ways that can help larger groups of students succeed.
From these students‘ perspectives, the AVID program worked and helped them
succeed. The AVID program provided students with the social and cultural capital they
lacked in conventional school structures. Providing students with this capital places
students in a position to become productive citizens in a democratic society. There is a
need for these types of programs (AVID) to be implemented, evaluated and/or
recommended, but if the whole program cannot be implemented due to lack of financial
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resources, using the ideas that AVID conveys might be sufficient to make a difference in
underrepresented students‘ lives.
For me as a school administrator, conducting this study made visible how
important support systems are for the success of students. Most importantly, it made me
aware that as an administrator, I have a great influence on whether those supports are
being provided at my school. I learned that building relationships with students can
empower them to believe in themselves and be successful. Additionally, exposing them
to learning strategies is fundamental for their academic success. Although the school in
which I currently work is not a high school nor does it implement the AVID program,
there are strategies that can be borrowed and implemented to promote college readiness
and academic success for the elementary students in my school. Teaching students
organizational skills through the binder and learning log can be done at the elementary
level. The Cornell Notes can be taught to students in fifth grade so that they are ready
when they enter middle school and move on to high school. But most important is to
promote that teachers develop relationships with students.
In my school, our students are 99.9% Hispanic and of low socioeconomic status.
If we, at the elementary level, begin to provide students with the social and cultural
capital they might not receive from their home and community environments, students
can begin to feel confident and successful at this level instead of having to gain these
skills when they get to high school and are recruited into an intervention program or,
worse, be overlooked. It is imperative that educators do not give up on their students.
Educators must refuse defeat and ensure that all students are provided with the best
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education and all the strategies including social and cultural capital needed to be
successful in and out of school.

Recommendations for Future Research
In this study, the findings indicated that the AVID program was effective in
increasing minority students‘ access to social supports, college, and academic skills.
However, the success of low socioeconomic minority students is dependent on the school
providing adequate educational and social support systems (Mehan et al., 1996; StantonSalazar, 1997; Bourdieu, 1986). This study was conducted at one research site, in one
district, over a short period of time, with eight students. There is an opportunity for
further research on the AVID program and what it does beyond its program goals. I
propose three recommendations for further research. It would be useful to conduct a
study to gain the perspective of the AVID elective teacher about the students, the
program, and the training teachers receive for the AVID program. Interviews provided
the basis to begin to understand the AVID program from the students‘ perspectives.
Through these interviews, the students repeatedly mentioned that the AVID elective
teacher played an important role in their experiences; therefore, further studies could be
done to make visible the perspective of the AVID elective teacher. This would show the
preparation an AVID teacher receives and would examine if and how the effects of AVID
can be attributed to teacher preparation.
Another study could be a longitudinal study of students in the AVID program to
research their high school pathways as they go through grades ninth through twelfth and
transition to college. While this study focused on utilizing interviews to examine how
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students and teachers construct their experiences and knowledge in AVID on a day to day
basis, it would be beneficial to conduct year-long and longitudinal ethnographic studies.
Conducting an ethnographic study within one year and across all four years of student
enrollment in AVID, would allow the researcher to see the day to day development of the
students, specifically of the skills, relationships, and knowledge they mentioned in this
study.
A final recommendation for future research is to conduct a quantitative study to
compare the standardized assessment scores of AVID and non-AVID students in tenth
grade in the areas of English Language Arts, Mathematics, Science, and Social Studies.
Tenth grade would be important to look at since that is the first time the tenth grade
students take all exams. If the students pass all the exams they will not have to take them
the following years. The study which correlates AVID program elements with student
assessment scores and dropout rates would make visible if being enrolled in AVID
improves student academic achievement.

Conclusions
The purpose of this dissertation was to learn about the experiences of high school
students in the AVID program, specifically the AVID elective classroom. As the students
moved through high school, they were able to form interpersonal networks with their
AVID elective teacher and their classmates. These networks became instrumental in
student academic success and college aspirations. The AVID program influenced the
students by providing them with the social and cultural capital necessary to navigate
through high school and prepare for college.
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The findings of this study are useful to schools who are currently implementing
an AVID program and for those schools who are seeking a way to turn around the
success of their schools. Low socioeconomic minority students are dependent on
programs like AVID and advocates like Mr. Cuellar to provide them with the necessary
guidance as they move through high school and onto college (Mahoney & Merritt, 1993).
Tierney and Hagedorn (2002) recommend that it is important for school to create ―safe
spaces‖ for underrepresented high school students where they can easily access the help
of an advocate to guide them through the hidden curriculum.
Numerous studies on AVID have utilized quantitative techniques, but few have
addressed the qualitative concerns. This study provided a qualitative analysis of high
school students‘ perspectives of their experiences in the AVID program, specifically the
AVID elective. Study findings indicated that AVID has positively impacted the
experiences of the students in two aspects, socially and academically. The AVID
program has provided students with skills and knowledge that their parents were unable
to provide. The AVID elective teacher has taught students how to negotiate the many
worlds in which these students live and has steered them towards becoming better
citizens and working toward equality rather than reproducing inequality.
This study demonstrated that the success of the AVID program is contingent on
having a strong teacher advocate who promotes a classroom environment that helps
underrepresented students to acquire social and cultural capital that will help them be
successful citizens in the community. If educators provide every student in the nation
with the social and academic support that AVID students receive, high schools with the
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majority of minority underrepresented students could be transformed into successful
institutions.
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APPENDIX A
INTERVIEW QUESTIONS

1. Tell me about yourself.
2. You‘re in the AVID program. Tell me about the program and your experiences in
it. What do you like? What do you dislike?
3. Have you ever thought of dropping out of school? What were your thoughts?
What made you change your mind?
4. When you have problems or issues academically or socially, who do you talk to?
5. What inspires you/motivates you to do well in school?
6. What impact has AVID had on your education?
7. Do you plan to attend college? What has influenced your decision?
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APPENDIX B
BINDER CONTENTS CHECK-OFF SHEET
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APPENDIX C
NOTEBOOK GRADE CHECK
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APPENDIX D
AVID BINDER GRADE SHEET
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APPENDIX E
BINDER CHECKLIST
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APPENDIX F
ASSIGNMENT LOG
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APPENDIX G
LEARNING LOG CHART
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APPENDIX H
LEARNING LOG
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APPENDIX I
CORNELL NOTES FORMAT
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APPENDIX J
PHILOSOPHICAL CHAIRS REPORT
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APPENDIX K
PHILOSOPHICAL CHAIRS WRITTEN EVALUATION
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APPENDIX L
PHILOSOPHICAL CHAIRS REFLECTION

171

CURRICULUM VITA

AIDEE VASQUEZ
P.O. Box 5603
Brownsville, Texas 78523-5603
aideevasquez1128@gmail.com

EDUCATION
2010

Ed.D.

Curriculum and Instruction with specialization in Bilingual
Studies, The University of Texas at Brownsville and Texas
Southmost College

2006

M. Ed.

Educational Leadership, The University of Texas at Brownsville
and Texas Southmost College

2002

B.A.

Bilingual Education EC-4, The University of Texas at Brownsville
and Texas Southmost College

CERTIFICATIONS
2006

Principal

Grades EC-12th

2002

Teacher

Bilingual Generalist- Spanish, Grades EC-4th

PROFESSIONAL EXPERIENCE
2008 – Present

Instructional Facilitator, El Jardin Elementary, Brownsville
Independent School District

2010

Summer School Instructional Leader, El Jardin Elementary,
Brownsville Independent School District

2007 – 2008

Assistant Principal, Simon Rivera High School, Brownsville
Independent School District

2007

Summer School Instructional Leader, Yturria Elementary,
Brownsville Independent School District

2007

Assistant Principal, Filemon Vela Middle School, Brownsville
Independent School District

2006

Bilingual Lead Teacher, Bilingual Department, Brownsville
Independent School District

2004

Summer School Curriculum Development, Bilingual Department,
Brownsville Independent School District

2004

Intel Master Technology Teacher, Brownsville Independent School
District

2003-2005

Mentor UTB/ASTEP, Castañeda Elementary, Brownsville
Independent School District

2004-2005

Social Studies Curriculum Development, Brownsville Independent
School District

2003 – 2005

Elementary Teacher, Josephine Castañeda Elementary,
Brownsville Independent School District

CONFERENCE PRESENTATIONS/WORKSHOPS
2010

Doctoral Program Process from EDCI 8300 to Dissertation
Completion and the Ed. D. Invited presentation in the doctoral
Advanced Research Methods course, The University of Texas at
Brownsville and Texas Southmost College, Brownsville, TX

2010

Review 360, Psychological Software Solutions Trainer of Trainers,
El Jardin Elementary, Brownsville Independent School District

2010

Campus Improvement Plan Presentation, El Jardin Elementary,
Brownsville Independent School District

2010

Texas Journeys Textbook Presentation, El Jardin Elementary,
Brownsville Independent School District

2010

Summer School Orientation, El Jardin Elementary, Brownsville
Independent School District

2010

Grant Writer, El Jardin Elementary, Brownsville Independent
School District

2009

Sabal Palms Writing Project Presentation, El Jardin Elementary,
Brownsville Independent School District

2009

Forming and Testing Hypothesis, Student Teacher Conference,
The University of Texas at Brownsville and Texas Southmost
College

2008-2010

C-SCOPE Curriculum, El Jardin Elementary, Brownsville
Independent School District

2008-2010

TAKS and TELPAS Accountability, El Jardin Elementary,
Brownsville Independent School District

2008-2010

Special Education Policy and Procedure, El Jardin Elementary,
Brownsville Independent School District

2008-2010

Response to Intervention (RTI) Policy and Procedure, El Jardin
Elementary, Brownsville Independent School District

2008-2010

Response to Intervention Strategies, El Jardin Elementary,
Brownsville Independent School District

2008

Gradespeed Procedures, Rivera High School, Brownsville
Independent School District

2008

Public Education Information Management System (PEIMS),
Rivera High School, Brownsville Independent School District

2008

Summer School Orientation, Yturria Elementary, Brownsville
Independent School District

2007

Professional Development Appraisal System, Vela Middle School,
Brownsville Independent School District

2007

LPAC Identification Procedures Training, Vela Middle School,
Brownsville Independent School District

2007

Manifestation Determination under IDEA, AYP and the Special
Education Population, Vela Middle School, Brownsville
Independent School District

2007

Academic Meeting, Sixth Grade Student Expectations, Vela
Middle School, Brownsville Independent School District

2007

Fixed Assets Handbook Presentation, Vela Middle School,
Brownsville Independent School District

2007

Reading, Math, and Science TAKS Bootcamp, Vela Middle
School, Brownsville Independent School District

2006

Survey of Best Practices, Bilingual Department, Brownsville
Independent School District

2006

Resources to Help Students Succeed in School, Bilingual
Department, Brownsville Independent School District

2006

Introduction to Sheltered English, Bilingual Department,
Brownsville Independent School District

2006

Developing Metacognitive Skills Vocabulary and Reading
Comprehension Presentation, Bilingual Department, Brownsville
Independent School District

2005

Title III Management Conference, Castañeda Elementary,
Brownsville Independent School District

2005

Math & Science Symposium, Castañeda Elementary, Brownsville
Independent School District

2005

Grant Writer, Castañeda Elementary, Brownsville Independent
School District

2005

Textbook Review Committee Member, Castañeda Elementary,
Brownsville Independent School District

2004

P.L.O.R.E. Strategies Presentation to Porter Cluster Principals,
Castañeda Elementary, Brownsville Independent School District

PROFESSIONAL MEMBERSHIPS
2010

Association of Brownsville Educators (AOBE)

2004

Association of Texas Professional Educators (ATPE)

